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Abstract. 
Life skills education was introduced as part of the thematic curriculum in Uganda 
between 2007 and 2012.  An infusion approach to life skills is taken within that 
curriculum, whereby life skills are to be taught through the existing curricular 
subjects.  The life skills emphasized in the curriculum are psychosocial. The purpose 
of this study was to explore how life skills education is being implemented in 
Ugandan primary schools.  It investigated teachers’, education officials’ and parents’ 
perceptions, competencies and attitudes towards life skills education.  The study 
further explored children’s experiences of life skills and life skills education.  It also 
identified the challenges in the development of pupils’ life skills in primary schools in 
Uganda.  A purposive sample of Primary 2 and Primary 5 classrooms from twelve 
schools across Uganda was selected. Interviews were conducted with school head 
teachers, primary school teachers who were trained to teach life skills in the primary 
school and were teaching the classes used in the study, primary school children, 
parents and guardians and Co-ordinating Centre Tutors who were the tutors on site in 
pilot schools’ catchment areas and were the organisers and trainers of life skills in 
primary schools and were also the monitors of the life skills implementation in the 
primary schools, and district education officials.  Classroom observations were 
conducted and teachers completed a questionnaire which asked to them to identify the 
methods they used to teach life skills and the indicators of life skills they witnessed.  
The results of the study indicate that all stakeholders value life skills although the 
definition of life skills is not clear amongst parents and teachers.  Parents seem to 
value life skills that are academic and vocational.  There was evidence of life skills 
amongst children from children’s own accounts, the researcher’s observations and the 
testimony of parents and children.  In some cases, the life skills as articulated in the 
curriculum clash with the cultural values of communities.  There was no clear 
relationship between the methods used for life skills education and the life skills 
witnessed.  The implications of this study include the need for further in-service 
education for teachers on life skills development, greater clarity on life skills content 
in lessons and facilitation of a shared understanding of life skills between teachers and 
parents. 
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CHAPTER ONE:  INTRODUCTION TO THE STUDY 
 
1.1: Introduction:  Life skills education in Uganda 
 
Schools are constructed, administered and shaped by adults for children. As social 
institutions they play a central role in the construction of children’s perception of 
themselves, of the social world and of their place within it. 
                                                                                        (Devine, 2003, p.1) 
 
This thesis focuses on life skills development in Uganda’s primary school children. In 
Uganda’s life skills education programme, life skills are categorized into the life skills 
for knowing and living with oneself (children’s perception of themselves), knowing 
and living with others (children’s perception of the social world), and life skills for 
decision-making (children taking positions on what to do, how to do it, and why, what 
not to do and why, as they learn how to live in this world) (Republic of 
Uganda/UNICEF, 1997, pp 6-9). This categorisation appropriately reflects Devine’s 
(2003) assertion of the role of the school. Education in schools should help children 
understand themselves better in terms of self-perception, self-awareness, self-
actualisation and self-worth. This knowledge of self should not isolate the child 
because no one is an island. This means that the school has to endow children with 
social skills that can enhance favourable and positive interpersonal relationships. As 
children reflect on who they are and socialise, they are faced with challenges. The 
school should enable these children to make informed decisions and therefore take on 
options which have been rationally thought out. The conception of life skills in the 
Uganda curriculum also aligns with the definition of psychosocial competence 
provided by the World Health Organisation (1997, p. 1), namely, “a person’s ability 
to maintain a state of mental well-being and to demonstrate this in adaptive and 
positive behaviour while interacting with others, his/her culture and environment”. 
 
According to UNESCO, (2008) life skills are both concrete and abstract. The concrete 
skills can be learned directly as a subject. For example, a learner can take a course in 
laying bricks, carpentry or baking and learn that skill. The others are abstract, 
psychosocial life skills such as self-confidence, self-esteem and skills for relating to 
others or thinking critically (ibid). UNICEF has expanded the concept and defines life 
skills as a large group of psychosocial and interpersonal skills, which can help young 
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people, make informed decisions, communicate effectively, and develop coping and 
self-management skills (Maclang-Vicencio: World Scientific Conference p. 3). This 
concept of life skills as psychosocial skills will be explained further in chapter two. 
 
The life skills manual for the life skills programme in Uganda also explains and 
categorises life skills into psychosocial and abstract skills but finally clarifies the 
focus of the programme as below: 
 
The life skills have been defined in many ways: 
 
 Livelihood or vocational skills 
 Practical health related skills (for example, use of oral rehydration salts [ORS], or boiling 
water before drinking) 
 Physical skills 
 Skills related to behaviour and interaction 
The first three are knowledge based, whereas the last one is directed at what we do with our knowledge 
and skills. These are the life skills addressed in the life skills initiative. 
 
Adapted from Republic of Uganda/UNICEF: Life Skills for Young Ugandans: Primary Teachers’ 
Training Manual (Republic of Uganda/UNICEF, 1997, P.6)  
 
 
 
UNICEF (2004) further explains that: 
 
Life skills are not a domain or a subject, but cross cutting applications of knowledge, 
values, attitudes and skills, which are important in the process of individual 
development and lifelong learning. They are not just a set of skills, nor are they equal 
to survival skills, livelihood skills, or vocational skills but part of these skills.  
                                                                        (p.4) 
 
Accordingly, the teaching of life skills in Uganda follows an infusion approach where 
life skills education is integrated in the different subjects. Facilitation of children’s 
life skills’ development is therefore supported to take place as the children learn 
different subjects. This will be discussed in detail under life skills education in chapter 
two. 
 
This study was designed to explore the implementation of psychosocial life skills 
education for primary school pupils with special emphasis on primary two, a thematic 
curriculum class and primary five, the lowest upper primary class. Primary five comes 
next to primary four which is the transition class from thematic to formal subjects’ 
curriculum (NCDC, 2008, PP. 3-4). The thematic curriculum is based on themes as 
illustrated in the sample in Table 1.1 in section 1.2.2 and the formal subjects’ 
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curriculum follows the traditional subjects’ syllabi; English, Mathematics, Social 
studies, Integrated Science, Religious Education, Local Language and Creative and 
Performing Arts (CAPE) 1, 2 and 3. CAPE 1 is Music Dance and Drama, CAPE 2 is 
Physical Education and CAPE 3 is Art & Technology. This study investigated the role 
and influence of parents and guardians, teachers, peers, culture, laws and children’s 
rights and media on children’s life skills development. It examined parents’, teachers’ 
and educators’ perceptions of life skills education.  The study also documented and 
established the extent to which the methods used by teachers in the primary schools 
facilitate development of pupils’ life skills. For each life skill, the study further 
explored the relationship between the methods used to facilitate development of the 
life skill in question and the indicators of that life skill witnessed by teachers. 
 
As a teacher educator, this study has equipped me with the competencies that will 
enable me to nurture tutors of primary teachers in the area of children’s life skills 
development. I have further benefited, as a person, to use and model life skills in my 
day to day living. The Ministry of Education and Sports and Uganda as a nation will 
access empirical findings on the implementation of the life skills programme. 
Challenges to the implementation of this programme and recommendations for the 
future are discussed later in this thesis.  In the subsequent sections of this chapter, I 
am going to cover the background to the study, life skills education in Uganda, the 
purpose of the study, objectives of the study, research questions and chapter 
conclusion.  
 
1.2: Background to the study 
 
1.2.1: The place of life skills education in international development 
 
Life skills education initiatives followed a series of international efforts to improve 
the quality of basic education. These initiatives have been recognized by a number of 
agencies of international development as skills or competencies that can enable 
children adapt and cope with the challenges of each day. International development 
agencies have acknowledged the importance of life skills for some time. In 1986, the 
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Ottawa Charter for Health Promotion recognized life skills in terms of making better 
health choices. According to this charter: 
 
Health is created and lived by people within the settings of their everyday life; where 
they learn, work, play and love. Health is created by caring for oneself and others, by 
being able to take decisions and have control over one's life circumstances, and by 
ensuring that the society one lives in creates conditions that allow the attainment of 
health by all its members. 
                                                            (Ottawa Charter for Health Promotion 1986, p.3) 
 
This charter also clearly explains health in the context of the categorisation of life 
skills for knowing and living with one self, life skills for knowing and living with 
others and life skills for decision-making. This shows that the perception or 
understanding of life skills that led to the categorisation of life skills in Uganda as 
described in the introduction of this chapter is in line with international approaches to 
life skills. Important to also note here is that in this quote, there is no mention of life 
skills but they are implied by the categories of caring. 
 
Later, the 1989 Convention on the Rights of the Child (CRC) linked life skills to 
education by stating that education should be directed towards the development of the 
child’s fullest potential (UNICEF, 2011).  The 1990 Jomtien Declaration on 
Education for All (EFA) took this vision further and included life skills among 
essential learning tools for survival, capacity development and quality of life 
(UNESCO, 2001).  At this conference, the representatives of different countries raised 
concerns about the relevance of education and particularly raised the need to focus on 
appropriate life skills for all learners from all parts of the world. The 2000 Dakar 
World Education Conference also took a position that all young people and adults 
have the human right to benefit from “an education that includes learning to know, to 
do, to live together and to be” and included life skills in goals 3 and 6 of the six 
Education For All (EFA) goals (UNESCO, 2005, p.5). These developments 
necessitated a response from different nations. Uganda’s response is discussed in the 
next section. 
 
1.2.2: Life skills education in Uganda 
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The Ugandan life skills Primary Teachers’ Training Manual outlines a sequence of 
activities that finally emanated into the life skills education programme of 1995-2000 
(Republic of Uganda/UNICEF, 1997, pp 2-5). The first life skills’ related programme 
introduced in Ugandan primary education was the 1985-1989 and 1990-1995 School 
Health Education Project (SHEP). It was a life skills related programme rather than an 
extensive life skills programme because it just aimed at reducing infant and child 
morbidity and mortality, and Sexually Transmitted Diseases and HIV infection among 
youths aged 6-20 years (p.2). That is why “when an impact evaluation into SHEP was 
carried out, it was found that, while children’s knowledge on health issues had 
increased significantly, there was no corresponding behaviour change. The missing 
link was identified as the life skills to assist the children translate knowledge into 
positive health behaviours” (p.2). 
 
More extensive life skills initiatives started with a realisation of the need for life skills 
in the whole East and Southern Region of Africa (ESAR). This is clearly stated in the 
life skills manual that, throughout the whole East and Southern Region of Africa 
(ESAR) there has been growing awareness that: 
 The needs and life skills for children and adolescents have been largely 
neglected in current educational programmes in and out of school. 
 Life skills are an essential aspect of confronting the crisis caused by 
HIV/AIDS pandemic and other social problems facing young people. 
                                                             (ibid, p2) 
 
In response to this observation, UNICEF/ESAR held a workshop in Entebbe, Uganda 
in June 1994 with a view of reaching a common understanding of the concept of life 
skills and how it could be adapted to the African situation. It also looked at how life 
skills could be integrated into existing programmes. In the same year, 1994, there was 
another national workshop organised by the Ministry of Education and held in Jinja to 
discuss life skills further in the context of Uganda. The major outcome of this 
workshop, documented in the life skills manual, were suggestions for a life skills 
programme based on the perceived needs and problems of Ugandan youth (Republic 
of Uganda/UNICEF, 1997, p2). In the manual, it is further explained that there were 
other subsequent workshops where it was agreed that it was better to infuse life skills 
activities into the syllabi in use in schools and colleges rather than develop a separate 
life skills curriculum. The reasons advanced for the infusion were: 
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 A lack of space on the time table of existing curricula for a separate life skills 
programme;  
 A concern that, since life skills curriculum would not be examinable, it would 
not be given the necessary emphasis by the teachers who are accustomed to 
concentrating on preparing their pupils and students for examinations; 
 Life skills cut across the whole school curriculum and can be infused into all 
subjects taught. 
 
Consequently the infusion approach was adopted beginning with the Health and 
science syllabus and later into other subjects (Republic of Uganda/UNICEF, 1997, 
pp.2-3).  It is notable here that the reasons for the permeated model of the life skills 
education programme in Uganda are more pragmatic than educational. 
 
Some of the key initiatives in the development of life skills in Uganda are summarised 
in the table below: 
 
 
Table 1.1: Showing life skills initiatives in Uganda 
Key dates Initiative Main aim(s) Comment  
1985-1989 & 
1990-1995 
School Health 
Education Project 
(SHEP)  
Reducing infant and child morbidity and 
mortality & Reducing Sexually 
Transmitted Diseases (STDs) and HIV 
infection among youth aged 6-20 years. 
Targeted p.6 and p.7. Impact 
evaluation found it unsuitable 
because increased heath knowledge 
had no corresponding behaviour 
change. 
June 1994 Entebbe workshop To reach a common understanding of life 
skills and how it could be adapted to the 
African situation. 
Was held in the same year as the 
Jinja workshop described next. 
1994 Jinja workshop Discuss life skills further in the Ugandan 
context 
Came up with suggestions for a life 
skills programme based on the then 
needs and problems of Ugandan 
youth. 
Late 1994 & 
early 1995 
Un documented 
workshops 
Further discussions Agreed on infusion beginning with 
Science and Health Education and 
later other subjects 
1995-2000 Basic Education Child 
Care and Adolescent 
Development 
(BECCAD). 
Stressed positive behaviour change with 
emphasis on women, children, and 
adolescents. Intended to promote full 
cognitive and psychosocial developments. 
Stressed positive behaviour change 
with emphasis on women, children, 
and adolescents. Intended to 
promote full cognitive and 
psychosocial developments. 
2000 to Date Life skills education 
programme 
Psychosocial development of primary & 
secondary school children. Life skills 
strictly psychosocial 
Focus of this study are primary 
school children 
 
This table was derived from the narration in Life Skills for Young Ugandans, Primary Teachers 
Manual (1997, p.2-5) 
 
There was also a life skills education curriculum developed for the teachers in the 
districts of Northern Uganda namely; Gulu, Apac, Amolatar and Pader, to help equip 
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the primary teachers of these districts with life skills education competencies. An 
extract from the acknowledgement reads: 
 
The Ministry of Education and Sports acknowledges … Forum for African Women 
Educationalists Uganda Chapter (FAWEU), Literacy and Adult Basic Education 
(LABE), Uganda National Teachers’ Union (UNATU) for initiating the idea and 
coordinating the development of this curriculum and the Handbook; Oxfam NOVIB 
and Education International for funding the Quality Educators’ (QUED) Project 
under which the curriculum and Handbook were developed; the education and civic 
leadership of Gulu, Apac, Amolatar and Pader, which were the focus districts for the 
Project for hosting the Project and for making input into the materials during the 
development process. 
                                       (Ministry of Education and Sports, 2011, acknowledgement) 
 
I participated in developing the initial draft of this curriculum which was still being 
piloted in Northern Uganda as this study progressed. There is a difference between 
this curriculum and the life skills programme which is the focus for this study. This 
curriculum being piloted in the North is a separately developed curriculum document 
while the life skills programme, which is the focus of the study was initiated earlier 
and is being implemented now in all the primary schools in Uganda.  The life skills 
programme being explored in this thesis consists of a list of life skills included in the 
primary school curriculum for each primary school class as reflected in Appendix 1.1 
and 1.2. Another difference is that the main target of the curriculum being piloted in 
Northern Uganda is Ugandan primary teachers while the life skills programme which 
is the focus for this study targets children and is titled ‘Life Skills for Young 
Ugandans (children)’. This study was conducted on the programme currently being 
implemented in all primary schools in Uganda now. There is hope that when the 
curriculum being piloted in the Northern districts of Uganda is found worthy of 
implementation in all primary schools in Uganda, then measures will be taken to do 
so accordingly.  
 
 
It is documented in the life skills manual that the Jinja workshop was followed with a 
baseline study in 1996 which was conducted to determine the level of life skills of 
Uganda primary school children (Republic of Uganda/UNICEF, 1997). No other 
details are given about this study other than the children in the primary school were 
the target and the findings of the baseline survey which were: 
 
 The children had a moderate but insufficient level of life skills. 
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 Teaching strategies in schools were content and examination driven/ focused 
and were therefore neither pupil centred nor suitable for life skills 
transmission.  
 When life skills were explained to the teachers, they quickly saw their value 
and were eager to embark on such an initiative. 
 Community representatives, like teachers, welcomed the ideas of initiating life 
skills education even though they had not known about life skills before.  
                                                                                                    (p.4) 
 
As seen in Table 1.1, efforts were continuing between 1995 and 2000 to replace the 
SHEP programme with the Uganda Government/UNICEF Basic Education, Child 
Care and Adolescent Development (BECCAD) programme. BECCAD’S plan of 
operations stated that its aim was: 
 
To promote full cognitive and psychosocial development of children and adolescents 
within a supportive family and community environment which is conducive to 
education for all, prevention of HIV/AIDS/STDs, adequate care and protection of 
children and adults from birth to adulthood.                            
                                                               (ibid, p3) 
 
In response to the findings of the baseline study, BECCAD commissioned a team of 
writers in 1996 to produce life skills education manuals for primary and secondary 
school teachers in order to meet the needs of Ugandan children. These were 
developed and pretested. After the pretesting of the manuals, the teachers who tried 
out the activities in the manuals made the following comments: 
 The content sticks with less strain on the part of both the student and instructor 
(pre-test participants, Mbale-Uganda). 
 The activities contribute to learning because they involve everyone in a 
relaxed way which leads to greater confidence in learners (Pre-test 
participants, Kampala-Uganda). 
 The activities fit in with the syllabus and enable tutors to cover material more 
quickly and enjoyably (Pre-test participants in Lira-Uganda). 
 The findings of the pre-test also showed ‘how life skills, taught in a 
participatory way, really do address the students’ concerns and feelings and 
they are likely to lead to not only behaviour and attitude change but also 
improved learning’ 
                                                                                                      (ibid p. 4&5) 
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Consequently, the psychosocial life skills programme that included the life skills of 
knowing and living with oneself, the life skills of knowing and living with others and 
the life skills for making effective decisions was implemented (Republic of 
Uganda/UNICEF, 1997, pp. 6-10). The infusion of life skills in the curriculum will be 
discussed in detail in chapter two under the section on life skills education. The 
primary school curriculum and life skills education development in Uganda is 
discussed next. 
 
1.2.3: The primary school curriculum and life skills education development 
in Uganda 
 
Life skills education has evolved through three different sets of curriculum reforms. 
The official curriculum in 2000, at the time of the inception of life skills education 
was a subject based curriculum for all the primary school classes, primary one to 
primary seven. This was followed by another reform from 2002 to 2007 when the 
thematic curriculum was first launched in primary one. It should be noted here, that 
this launch went on progressively up to when primary seven, the final year of primary 
school, was finally covered in 2012. Subsequently the structure of the primary school 
has been organized in three cycles namely; Cycle 2 (P1-3): Basic skills, Cycle 2 (P4): 
The transition year and Cycle 3 (P5-P7): Subject based development (National 
Curriculum Development Centre (NCDC), 2007, pp.7-8). These cycles are described 
in Table 1.2. This means that, the reform of 2002 was phased in progressively; 2007 
primary 1, 2008 primary 2, 2009 primary 3, 2010 primary 4,  2011 primary 5 & 6, 
2012 primary 7 (NCDC, 2006, 2007, 2008, 2009, 2010, 2011, & 2012). This also 
means that it took all these years (2007-2012) to complete the third reform which saw 
the thematic curriculum, the transition curriculum and the upper primary curricula 
fully implemented. Much as there are three cycles reflected here, in actual practice, 
the primary school curriculum has now been divided into two main blocks namely; 
the literacy, numeracy, life skills and values based curriculum (P1-3 - locally called 
thematic curriculum) and competence based curriculum (P4-P7 - emphasizes 
language and subject competences) (ibid). 
  
The lower level, primary one to three is the thematic curriculum classes. In these 
classes, “a thematic approach has been used as the organizing principle for arranging 
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the competences and knowledge content in P1-3. The themes have been selected as 
those most likely to be relevant to children, reflecting their everyday interests and 
activities as well as the national educational aims and objectives” (NCDC, 2007, p.7). 
Primary four is the transition year which is “single year in which children change 
from a theme-based to subject-based curriculum and gradually from their local 
language to English as a language of instruction” (ibid). Primary five to seven is 
similar to the 2002 curriculum in which the concepts, knowledge and skills are 
arranged in subjects (p.8).  Important to note is that each curriculum was developed 
with a list of outlined life skills and values. The life skills are the 16 original life skills 
as outlined in section 1.2.4.2 of this chapter. These are the same listed for each 
primary school class. Consequently the current structure of the primary school is as 
below: 
 
Table 1.2: The structure of the primary school curriculum in Uganda 
Class Type of 
Curriculum 
Cycle Level/Block 
Primary one  
Thematic 
 
Basic Skills 
Literacy, Numeracy, 
Life skills and 
Values based  
Primary two 
Primary three 
Primary four Transition Transition Competence based-
Language and 
subject competencies Primary five Subject based Subject based development 
Primary six 
Primary seven 
 
                    Developed using information from NCDC, Primary 2 curriculum pp7-8 
 
As shown in the above table, the thematic classes are primary one to three. The 
background of the thematic curriculum will be explained in detail in the next section. 
The thematic curriculum is a broad field or integrated curriculum.  Broad field 
curriculum “is organized to cut across subject lines and to emphasize relationships 
between subjects ... usually ... organized into a 3 to 5 fields. For example, fields for 
technical career learning, professional and personal growth, supporting sciences, etc.” 
(ABC Curriculum Resources, 2014). This study focussed on primary two and five 
classes. As an example of how the curriculum is organised, Table 1.3 below shows 
the themes and sub themes for primary two term one. For each sub-theme, the 
syllabus indicates the subject area’s content for Mathematics, Literacy, English (non-
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medium), Creative performing arts and Life skills and values. In the syllabus, the life 
skills for each sub-theme are listed in the section of the syllabus. It is still emphasized 
that life skills are to be infused or integrated in the teaching of the subject area. 
 
Table 1.3: Showing themes and sub themes for primary two term one 
Number Theme Sub-themes 
1 Our School and 
Neighbourhood 
Location, symbols and benefits of our home. Benefits to the 
neighbourhood and causes of problems between school and 
neighbourhood. 
2 Our Home and 
Community 
Relationships among family members. Roles of different people in 
the community and Cultural practices and values in the community. 
3 The Human Body and 
Health 
Parts of the body and their functions. Sanitation areas that need to be 
kept clean and Personal hygiene skills for keeping clean. 
4 Food and Nutrition Classification of foods. Good feeding and effects of poor feeding. 
 
Derived from MOES Primary School Syllabus for Uganda Primary 2 pp14-25 
The only available curriculum material developed for the life skills programme during 
the initial stage of introduction of life skills were the life skills education manuals of 
1997.   All the manuals indicated infusion of life skills education in one subject, 
Science and Health Education (Republic of Uganda/UNICEF, 1997 pp5 & 173-178). 
This is ten years before the primary one thematic curriculum was first implemented in 
2007. The inclination of the initiative at this time was health education for the 
teachers and pupils. This is clearly reflected in the aims of life skills education 
outlined in the Primary Teachers’ Training Manual “as taking positive health choices, 
making informed decisions, practicing health behaviours, and recognizing and 
avoiding risky health situations and behaviours”(Republic of Uganda/UNICEF, 1997, 
p 11). However, further explanation in the manual reflects that life skills education 
does not teach skills in isolation but as an integral part of a variety of educational 
programmes such as, drug abuse prevention, prevention of adolescent pregnancy, 
AIDS education, protecting young people from abuse, peace education, suicide 
prevention programmes, and programmes for vulnerable youth such as street children, 
orphans, etc. (ibid).The next section explains the thematic curriculum and the place of 
life skills in the primary school curriculum in more detail. 
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1.2.4: Background to the thematic curriculum and life skills covered in the 
primary school 
 
1.2.4.1: Background to the thematic curriculum 
 
The first reform of the existing curriculum at the inception of the life skills education 
programme was, as explained above, in 2000-2002. This primary school curriculum 
comprised four core subjects namely; English Language, Mathematics, Social Studies 
and Science (Penny et al, 2008). These four subjects were the examinable subjects as 
reported by the Minister of Education of Uganda at the Education for the 46th Section 
of 5th-7th September 2001, Geneva (MOES 2001, p.30). There were another eight 
subjects which were taught and were on the time table but were not examinable in the 
Primary Leaving Examination. This made a total of 12 subjects taught in the primary 
school. In this curricular reform, the approach to life skills remained infusion of life 
skills in the different subjects.           
 
After 2002, several research studies were conducted on primary education and 
according to Anltinyelken (2010) the findings from these researches suggested that 
ineffective teaching practices were responsible for falling levels of educational quality 
generally. In the findings, issues of concern were various and included poor planning, 
the emphasis on rote learning and factual recall in classrooms, didactic 
methodologies, lack of higher order reasoning and limited use of text books and 
teaching aids (Uganda National Examination Board, 2003; Education Standards 
Agency, 2004; Heneveld et al 2006). In a follow up to these findings, the Ministry of 
Education and Sports in Uganda introduced the Primary Curriculum Review of 2004. 
The review process enabled discussion and scrutiny of every aspect of the curriculum 
and related syllabi. It is this scrutiny and the primary school curriculum reform that 
led to the introduction of the thematic curriculum further explained below. 
 
 
In a foreword to the thematic curriculum, the Minister of Education and Sports 
(NCDC, 2006, 2007, 2008, & 2009) explained the circumstances that led to the 
thematic curriculum which included large number of children in classes, children’s 
lack of reading proficiency at primary three level which is contrary to  the constitution 
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of the Republic of Uganda (1995 Edition) and the results of the situational analysis 
which showed that one of the factors causing poor learner performance in literacy, 
numeracy and life skills was the structure of primary school curriculum. 
 
According to the Minister, the study report concerning the improved structure of the 
curriculum recommended: 
 The need to focus on rapid development of literacy, numeracy and life skills at 
Lower Primary School level, 
 The treatment of concepts holistically, under themes of immediate meaning 
and relevancy to the learner and 
 The presentation of learning experiences through the media, especially 
languages in which the learner was already proficient. 
(NCDC, 2007, 2008, & 2009) 
 
The Minister concluded thus: 
 
I urge all Ugandans to give schools the support they need to make this ‘Thematic 
Curriculum’ a success by ensuring; early breakthrough to literacy, mastery of 
numeracy skills, empowerment in the use of life skills, providing a head start to 
acquisition of  higher order thinking skills and the development of basic language 
skills for lifelong learning. 
                                                                                (NCDC, 2007, 2008, & 2009) 
 
In all the above, life skills are one of the three (literacy, numeracy and life skills) most 
emphasized attainments at primary school level and more especially lower primary 
school level. This is further supported by the Government of Uganda’s commitment 
to prioritizing the quality of education provision reflected in the following: 
 
In the ESSP (MoES, 2005) and a follow-up document, the National Development 
Plan (2009-2015) the Government of Uganda committed itself to prioritizing the 
quality of education provision including: increasing and improving equitable access 
to education at all levels; improving the quality and relevance of education at all 
levels, lowering social economic barriers to girls’ school attendance; improving 
instructional materials especially in numeracy, literacy and basic life skills. Most 
importantly, in the context of this report, the commitment included implementing a 
thematic curriculum reform for lower primary education (from primary one to 
primary three), with a transition to English in primary four and an emphasis on 
literacy, numeracy, and life skills.  
                                                                                                  (CGDE, 2011, p. 25) 
 
In all of these efforts, the core idea was to, “integrate literacy, numeracy, and life 
skills into the themes, thus tailoring the curriculum to the pupils’ own interests and 
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level, with the aim of increasing literacy, numeracy, and life skills standards in a child 
centred way” (O’Sullivan, 2006).  
 
Above all, the national aims and objectives of primary education provide a framework 
and context for the need for life skills development especially in the second, third and 
thirteenth objectives in the curriculum document which are:  
 To develop and maintain sound mental and physical health among learners.  
 To instil the values of living and working cooperatively with other people and 
caring for others in the community. 
 To develop the ability to use the problem-solving approach in various life 
situations.  
 
The 2006 National Curriculum Development Centre (NCDC) thematic curriculum for 
primary one to three explicitly requires teachers to systematically develop, record and 
as far as possible assess life skills achievement.  According to the thematic curriculum 
for primary one to primary three and the Teacher’s Guides for these classes, life skills 
cut across the curriculum and should be developed, through all the strands or learning 
areas (NCDC, 2006, 2007, & 2009).  It is clearly stated that “the life skills and values 
are presented as a vertical strand so that teachers can relate specific life skills and 
values to each theme and sub theme” (NCDC, 2007, P. 11; & 2008, P. 6). Therefore, 
life skills and values are not a specific learning area. Life skills are supposed to be 
infused in every strand and learning activity. This confirms sustainability or 
maintenance of the infusion approach adopted at the inception of life skills education 
in Uganda. 
 
As you move up the primary school levels, some of the indicators of each life skill are 
upgraded and increased in number. The other difference is that while the structure of 
the curriculum for primary one to three is thematic, the structure for primary four to 
primary seven is subject oriented, primary four being the transition class as already 
explained. The curriculum for primary five lists the different life skills to be 
developed at this level and their indicators, as shown in the table in appendix 1 
(NCDC, 2008, P. 8-9).  The life skills to be developed are listed against each sub 
theme and subject content area to be taught. However, in the thematic curriculum, life 
skills are called a vertical strand meaning they are supposed to be developed when 
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teaching any area and are repeated several times depending on the content area being 
taught and the methods a teacher chooses to use in the lesson. 
 
 
1.2.4.2: List of life skills covered in the primary school and their indicators 
 
Life skills in the primary school curriculum include the 16 original life skills covered 
under BECCAD (see Appendix 1). As said at the beginning of this chapter, these life 
skills were initially organised under three categories. However, these categories are 
not reflected in the primary school curriculum and instead, they are just mixed up in 
lists. Below is the list under the original categories. 
 
Life skills for knowing and living with oneself: Self-esteem, assertiveness, self-
awareness, coping with stress and coping with emotion 
 
Life skills for knowing and living with others: Creative thinking, effective 
communication, friendship formation, interpersonal relationships, empathy, peer 
resistance, negotiation and non-violent conflict resolution 
 
Life skills for decision-making: Critical thinking, creative thinking, decision-making 
and problem-solving 
 
The table for Primary 5 (P5) and that for Primary 3 (P3) in the appendices represent 
all the life skills as designed and planned for all pupils in the primary schools. The 
difference, as said earlier, is in the quantity of indicators and in some cases the level 
of difficulty of some indicators. There is an increase in the number of indicators listed 
for each life skill from P3 to P5.   For some of the life skills, there is also an increase 
in the difficulty of the indicators. For example, the indicators for friendship formation 
in primary three are sharing, playing with others, working in groups and using a polite 
language. While the indicators for friendship formation in primary five are sharing, 
playing with others, working in groups, using polite language, love, concern, care, 
trustworthiness, faithfulness and responsibility. These two lists show that the order of 
the list for primary five first includes those four indicators for primary three. Then the 
indicators that are added seem to be of a higher level because playing, sharing and 
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working in groups for children are fun. But, as they play, work together, share, 
children need to learn how to use a polite language. The other factor is that P3 lessons 
last for 30 minutes while P5 lessons last for 40 minutes. The level from P3 to P5 also 
increases in both quantity and quality in that love, concern, trustworthiness, 
faithfulness and responsibility seem to be higher order indicators.  
 
1.3: Purpose of the Study 
 
The purpose of this study was to explore how life skills education is being 
implemented in Ugandan primary schools.  It investigated teachers’, education 
officials’ and parents’ perceptions, competencies and attitudes towards life skills 
education.  The study further explored children’s experiences of life skills and life 
skills education.  It also identified the challenges in the development of pupils’ life 
skills in primary schools in Uganda.   
 
1.4: Objectives of the study 
 
The objectives of this research were to: 
 
 Analyze teachers’, parents’ and education officials’ perceptions of, 
competencies in and attitudes toward life skills education in primary schools. 
 Examine pupils’ knowledge and awareness of life skills in their day to day 
experiences. 
 Investigate the extent to which pupils show evidence of life skills. 
 Examine how the different methods used in primary school facilitate pupils’ 
life skills development. 
 Identify challenges in life skills education in primary schools. 
 Recommend strategies for implementing and promoting pupils’ life skills 
education in primary schools. 
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1.5: Research questions 
 
The main research question for this study was: 
 How is life skills education being implemented in Ugandan primary schools?   
 
The following specific research questions guided the study: 
 What are the teachers’, education officials’ and parents’ perceptions of, 
competencies in and attitudes toward life skills education in primary schools? 
 Do pupils have knowledge and awareness of the life skills listed in the primary 
school curriculum? 
 Is there any evidence that pupils’ demonstrate the life skills listed in the 
primary school curriculum? 
 What methods are teachers using to develop life skills? 
 Are the indicators of the life skills in the primary school curriculum being 
observed by teachers? 
 Are the teachers who use the teaching methods listed in the primary school 
curriculum more likely to observe indicators of the life skills listed in the 
curriculum than teachers who do not use those methods? 
 What are the challenges for providing life skills education in primary schools?    
 
1.6 Outline of remaining chapters 
 
This thesis includes a further seven chapters which are: 
Chapter two: Life skills education 
This chapter discusses the basic concepts of life skills and life skills education and 
then outlines and discusses life skills for knowing and living with oneself. 
Chapter three: Life skills for knowing and living with others and for decision-making 
This chapter discusses the life skills that facilitate interpersonal relationships among 
children and the life skills that facilitate children’s making of informed and 
constructive decisions using creative, critical and problem-solving skills.  
Chapter four: Qualitative and quantitative investigations 
This chapter presents and discusses the different methods used in conducting this 
study including the procedures and the instruments used in this study. 
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Chapter five: Qualitative data analysis  
This chapter presents and discusses the results of interviews of pupils of primary two 
and five, parents, teachers, Centre Coordinating tutors (CCTs) and district education 
officials. 
Chapter six: Quantitative data analysis  
This chapter discusses results of classroom observations and teacher questionnaires.  
Chapter seven: Discussion of results  
In this chapter, all the results of the study are discussed and conclusions made. 
Chapter eight: Recommendations 
In this chapter recommendations emanating from the discussion of the results and the 
entire study are made. 
 
1.7: Chapter conclusion 
 
Life skills are “a person’s ability to maintain a state of mental well-being and to 
demonstrate this in adaptive and positive behaviour while interacting with others, 
his/her culture and environment” (WHO, 1996, P.1). International emphases on the 
importance of life skills are mirrored in the development of life skills education in 
Uganda.  In the implementation of  Life skills education in Uganda an infusion 
approach was preferred, largely for pragmatic reasons, where the teaching of every 
subject has to integrate life skills education.  This study explores that implementation 
and is important because of the implications it has for the effectiveness of life skills 
education in Uganda. The study discusses the potential pitfalls with life skills 
education in Uganda and teases out the roles of different stakeholders in enhancing 
the success of life skills education.  
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CHAPTER TWO: LIFE SKILLS EDUCATION 
 
2.1       Introduction 
 
The concept of life skills and life skills education was introduced in chapter one.  In 
this chapter, the nature of life skills and life skills education is considered in more 
detail. This chapter discusses the principles of life skills education, the importance of 
life skills education and the potential pitfalls of life skills education.  The ways in 
which life skills can be developed will also be explored, specifically the role of 
teaching methods in children’s life skills” development, the role of teachers in 
children’s life skills education and the role of parents and other stake holders in their 
children’s life skills education. The chapter will then discuss life skills for knowing 
and living with oneself and end with a conclusion of the chapter.  
 
2.2: Life skills and life skills education. 
 
2.2.1 Life skills 
 
As noted in chapter one, life skills are widely understood as psychosocial 
competencies which encompass a person’s ability to maintain a state of mental well-
being and to demonstrate this in adaptive and positive behaviour as s/he interacts with 
others, his/her culture and environment (WHO, 1997). This definition has a 
connotation of interaction. That is why Wood (1981) points out, “for a sociologist all 
skills are socially constructed in that none are the result of some technology which has 
fallen from the sky” (Wood 1981, cited in Rigby and Sinchis 2006, p24).  In this 
context Early Childhood Counts (1999) explains children’s optimal development as: 
 
The child’s ability to acquire culturally relevant skills and behaviors which allow the 
child to function effectively in his/her current context as well as to adapt successfully 
when the context changes, and/ or to bring about change. 
                               (Early Childhood Counts 1999, p.1) 
 
That is why the Life Skills approach is referred to as an approach that “develops skills 
in adolescents, both to build the needed competencies for human development and to 
adopt positive behaviors that enable them to deal effectively with the challenges of 
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everyday life” (Mangrulkar, Whitman and Posner, 2001, P.5). Mangrulkar, et al go 
further to categorise the life skills into three that include social or interpersonal skills, 
cognitive skills and emotional coping skills. This categorisation is similar to the one 
reflected in chapter one which explains the Ugandan Life Skills categorisation 
(Republic of Uganda/UNICEF, 1997, p.6). The implication therefore is that life skills 
are learned abilities that help individuals to be successful in living a productive and 
satisfying life wherever they are (IOWA University, 2014).  
 
However, Pollitt (1998) points out that those psychosocial skills are difficult to 
measure because of two reasons: 
 
Psychosocial development: is not tangible, its measurement cannot follow the basic 
measurement principles that often apply to physical and biological variables (e.g., 
height, weight). 
  
Psychosocial development: is a construct of psychology that cannot be adequately 
appraised with a scale that fits different ages or periods of early childhood. 
                               (Pollitt 1998 cited in Early Childhood Counts 1999, p.2)  
 
Pollitt further observes that “one of the reasons it is so difficult to measure 
psychosocial development is that there is no general agreement on a definition of the 
term psychosocial”. 
This problem is caused by the divergent concepts about the scope of psychosocial 
skills that people have. For example, for some it includes only the social and 
emotional domains, for others, including Pollitt, psychosocial has a much broader 
definition and includes social, emotional, mental, and motor domains (Early 
Childhood Counts, 1999, p.2). This lack of consensus on the definition of life skills 
seems to have permeated different scholars and organisations. For example, according 
to the WHO, “Skills that can be said to be life skills are innumerable, and the nature 
and definition of life skills are likely to differ across cultural settings” (WHO/Western 
Pacific Regional Office, 2003 cited in Yankah and Aggleton, 2008, p.466). Yank and 
Angleton further observe that a recent development agency report suggested that “the 
concept of life skills education is difficult to grasp in program documents” and that 
“the term life skills remains imprecise and even unclear to most actors” 
(Tiendrebeogo, Meijer, & Engleberg, 2003, cited in Yankah and Aggleton, 2008 
p.466). This problem was also discussed during the Inter-Agency Meeting on Life 
Skills Education held at WHO headquarters, Geneva, Switzerland on 6 and 7 April 
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1998. It was observed that “The term “life skills” is open to wide interpretation” 
(WHO, 1997a p.3). However, a consensus was reached that all participants were using 
the term to refer to life skills as psychosocial skills (ibid). At the Inter Agency 
meeting, it was also agreed that the Keywords used to describe psychosocial skills 
were; personal, social, interpersonal, cognitive, affective, universal (ibid p3). 
Consequently, the following list of descriptive words and phrases was generated 
during a brainstorming session to identify life skills: 
  
 
dealing with conflict that cannot be resolved, dealing with 
authority, solving problems, making and keeping 
friends/relationships, cooperation, self-awareness, creative 
thinking, decision-making, critical thinking, dealing with stress, 
negotiation, clarification of values, resisting pressure, coping with 
disappointment, planning ahead, empathy, dealing with emotions, 
assertiveness, active listening, respect, tolerance, trust, sharing, 
sympathy, compassion, sociability, self-esteem 
 
                                                                      (WHO, 1997a p.3) 
 
The Ugandan life skills education programme has adopted most of these names of life 
skills as reflected in Appendices 1.1 and 1.2.  
 
2.2.1.1 Life skills as psychosocial competencies 
 
Life skills can be conceptualised as psychosocial skills which facilitate children’s 
development of psychosocial competence. Psycho refers to those skills that deal with 
mental functions and processes, while social skills are those skills that deal with a 
person’s interaction with their environment and culture (WHO, 1999). A learner can 
successfully complete his intellectual schooling but still not be able to deal with the 
challenges and demands of life. That is why it is emphasized that psychosocial 
competence has an important role to play in the promotion of health in its broadest 
sense; in terms of physical, mental and social well-being (WHO, 1997, p.1). In 
particular, “where health problems are related to behaviour, and where the behaviour 
is related to an inability to deal effectively with stresses and pressures in life, the 
enhancement of psychosocial competence could make an important contribution to 
the mental well-being of the children” (ibid, p.1).  
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Psychosocial competence can help children to cope with challenging aspects of their 
environment.  For example, in Uganda, children on the way to school and while at 
school are sometimes vulnerable to abuse. In the literature on schooling, there is 
recognition by Clive Herber that schooling in itself can do violence to children. His 
focus is violence in the school itself. However, what he observes goes beyond the 
boundaries of a school. For example, Herber observes that, “the sad truth is that 
formal-mass education-cannot automatically be linked with enlightenment, progress 
and liberty and indeed be linked to pain and suffering” (Herber, 2004, p.1). He refers 
to literature and explains that: 
 
those who read the works of writers such as Illich (1971), Nyerere (1967), Freire 
(1972), Postman and Weingartner (1969) and Holt (1969) that educational debates of 
the 1960s and early 1970s will be familiar with the argument that all too often the 
hall marks of conventional schooling are authoritarianism, boredom, irrelevance, 
frustration and alienation.  
                                                                         (Herber, ibid p.1) 
 
 In the Ugandan sense, the suffering goes beyond the school compound because 
children on the way to school are suffering because of schooling.  For example, girls 
are particularly at risk as they travel on their own from home to school sometimes 
covering long distances and passing through risky environments in which they may 
encounter problems like sexual harassment. Life skills such as assertiveness and self-
esteem can help girls to defend themselves. Therefore, “psychosocial life skills can 
help children to deal effectively with the demands, challenges, and stress of everyday 
life” (Srikala & Kishore, 2010, p.345).  
 
Life skills therefore represent the psychosocial skills that enhance value behaviour 
and include reflective skills such as problem-solving and critical thinking, to personal 
skills such as self-awareness, and interpersonal skills (Bakhashi et al, 2004). UNICEF 
further defines life skills as “a behaviour change or behaviour development approach 
designed to address a balance of three areas: knowledge, attitude and skills”. In this 
case life skills enable individuals to translate what they know, their feelings, emotions 
and values into actual abilities in reference to what to do and how to do it. The 
UNICEF definition is based on research evidence that suggests that shifts in risk 
behaviour are unlikely if knowledge, attitudinal and skills based competency are not 
addressed (UN Office on drugs, Module 7 (n.d.) p.2).  
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In the UNICEF/Uganda country programme, life skills (basically psychosocial) were, 
as reflected in chapter one, divided into three categories that include: Life Skills for 
knowing and living with oneself, Life Skills for knowing and living with others and 
Life Skills for making effective decisions (Republic of Uganda/UNICEF, 1997, pp6-
10). This has also been reflected in the life skills curriculum for primary teachers in 
Uganda; themes two, three and four (Ministry of Education and Sports, 2011). In this 
context, in the Islamic Medical Association of Uganda” Integration of Life Skills in 
the Madarasa  (ILIM) project, life skills are considered to be “the strategies or 
abilities one uses to get along with one’s own personality, one’s friends, family, the 
society and the environment as a whole” (IMAU, 2003, p.3). In the same context, the 
(Christian) Scripture Union of Uganda defines life skills as, the strategies or abilities 
one uses to get along with one’s personality, one’s friends, family, the society and the 
environment as a whole. These strategies empower the children to interact with the 
society in which they live as effectively as possible (Scripture Union of Uganda, n.d.). 
The Scripture Union further explains that 
 
The current demands on individuals are more complex, brought about by rapid 
changes in the society. E.g., the world today has become a global village. These 
changes call for an approach that explores attitudes and values and developing life 
skills. Life skills provide a link between motivating factors and behavior by 
translating knowledge of “what to do” and the attitudes and values of what “one 
should do” into “abilities for how to do” 
                                                                            (Scripture Union of Uganda, n.d., paragraph 2)  
 
Generally each child is an individual with a character and personality on which he/she 
needs to draw in order to live well. In this case, The International HIV/AIDS 
Alliance, (2010) observe that life skills help the child to live a safe, happy and healthy 
life. The alliance further explains that these life-skills include having self-esteem and 
self-awareness, skills for critical thinking, communicating, negotiating, and 
assertiveness, skills for decision-making, taking responsibility and solving problems. 
 
 UNICEF, UNESCO and WHO list 10 core psychosocial life skills that should be 
acquired in the context of  fulfilling the basic rights of children: critical thinking, 
creative thinking, problem-solving, decision-making, self-awareness building skills, 
coping with emotions, coping with stress, empathy, effective communication skills 
and interpersonal relationship skills. The 10 life skills are anchored on UNESCO”s 
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four pillars of learning: learning to know, do, live together and be (Maclong-Vicencio, 
2010).  
 
 
2.2.1.2 Practical or concrete life skills 
 
The report of the Inter-Agency Working Group on Life Skills in EFA UNESCO, 
Paris, 29-31 March 2004, in panel 2, made an effort to describe “manual or hands on 
skills” and described them as those skills related to “making things or objects” or 
doing something, especially with the hands, e.g., first aid bandaging skills, switching 
on a computer, or putting on a condom (UNESCO, 2004, p5). It was agreed that these 
should not be considered “life skills” because this leads to the futile task of making an 
endless list. It was made clear, however, that both types of skills (psychosocial and 
concrete) could be considered practical. Psychosocial skills are practical in the sense 
that, e.g., being assertive requires actually doing something and so psychosocial skills 
should not be thought of as only cognitive – or only “happening in one’s head” 
(UNESCO - Inter-Agency Working Group on Life Skills in EFA, 2004, panel 2).  
Bakhshi, et al. (2004) called these life skills traditional life skills which include 
“cooking, washing dishes, personal grooming, grocery shopping, street crossing, 
counting money, etc.” (Bakhshi, 2004). Thus life-skills can include skills that children 
can use to make a living like farming, carpentry, hair dressing and business skills. It is 
notable that practical or concrete skills are not a focus of the Ugandan primary school 
life skills” programme.  (Republic of Uganda/UNICEF, 1997).  
 
The focus of this thesis is psychosocial life skills rather than practical life skills.  
Psychosocial skills have been attached to behaviour in the Ugandan primary school 
life skills education programme. In the explanation of what life skills are in the life 
skills manual, “skills related to behaviour and interaction” are said to be “the life 
skills addressed in the life skills initiative” (Republic of Uganda/UNICEF, 1997, p6).  
It is the psychosocial skills which are the focus of this study. As explained in chapter 
one the psychosocial skills are listed in the life skills education syllabuses and infused 
in the lessons the teachers teach each day. Behaviour change is discussed in the next 
section.   
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2.2.2 Behaviour change 
Mark Lund, the Chief Executive, of COI observed that: 
Tackling some of society’s most intractable and costly problems most often requires 
us to change behaviours in some way. Some steps may be small, like turning off 
lights, and others may be large, like changing our diets. Some behaviours can have 
tragic short-term consequences, like driving too fast, and others longer-term damage 
to ourselves and other people, like smoking. 
                                                                                        (Lund in GCN, 2009, p5): 
 
This quote shows that there are a variety of behaviours in which people engage. All 
negative behaviours people engage in require them to change. Any behaviour 
detrimental to human life can be addressed using life skills education which equips 
people with psychosocial competencies. When explaining psychosocial competence 
above, it was referred to as mental wellness which was taken to be synonymous with 
psychological well-being. This study focuses on life skills as a programme in primary 
schools intended to facilitate children’s development of the psychosocial competences 
through learning. It is in this context that behaviour change becomes an area of focus 
in life skills development. Behaviour change is also imperative for children because it 
is related to social emotional competence and “young children who lack social and 
emotional competence frequently demonstrate discipline problems in school and are 
at risk for not achieving future academic success” (McClelland 2006 cited in Berber 
and Wilcox, 2011, p.123). For example, “conduct difficulties increase the risk of 
school dropout, substance abuse, delinquency, and violent behaviour” (Schultz, 
Richardson, Barber, and Wilcox, 2011, p.143). Consequently, fostering social and 
emotional development is just as important for helping students attain positive life 
outcomes as it is for helping students to advance academically (Richardson 2000 in 
Schultz, et al 2011, p.143). People can only change behaviour when they are 
appropriately informed. Discussion of information and behaviour change follows. 
 
2.2.2.1: Information and behaviour change 
 
Children need information that will make them knowledgeable and aware. It is this 
awareness that people need in order to embrace the new or existing initiatives like the 
life skills education or types of behaviour, and understand what the benefits are for 
them (Department for Transport (DfT, 2014, p.3).  People seem to take more notice of 
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benefits that they themselves value. That is why people need to be communicated to 
and get information that enables them to “start or adopt a new behaviour; to stop 
doing something damaging; to prevent the adoption of a negative or harmful 
behaviour; and/or to change or modify an existing behaviour” (GCN, 2009, p.7). 
Therefore an individual child or anybody else has to be influenced in some way to 
change behaviour.  This is because an individuals’ behaviour is influenced by 
“personal (“micro”) factors which are intrinsic to the individual, such as their level of 
knowledge or their belief in their ability to change their behaviour and their habits” 
(p.11). They are also influenced by “social (“meso”) factors which are concerned with 
how individuals relate to each other and the influence of other people on their 
behaviour” (ibid). These two categories of factors show that children are “guided as 
much by what others around them say and do, and by the “rules of the game” as they 
are by personal choice” (Jackson, 2005 cited in GCN, 2009 p7). In other words, life 
skills education needs to give sufficient information to influence a child into changing 
his or her behaviour. In this case, the interconnectedness of issues in behaviour 
change, attitude and skill development have to be clarified from the onset (UNICEF-
ESARO, 2002). The discussion of attitudes and behaviour change follows in the next 
section. 
 
2.2.2.2: Attitudes and behaviour change: 
 
Attitudes are also defined as: 
Mental postures that guide conduct. Each new experience is referred to these mental 
postures before a response is made. Before an activity (behaviour change) is 
undertaken, the individual has to be guided by his or her evaluative feelings or 
attitude. 
                                                            (UNICEF-ESARO, 2002, p.4) 
 
In specific terms “attitudes are personal biases, preferences, and subjective 
assessments that predispose one to act or respond in a predictable manner” (WHO, 
2003, p.13).  WHO further explains that attitudes make people to like or dislike 
something, or to consider things good or bad, important or unimportant, worth caring 
about or not worth caring about. UNICEF has become more context specific and 
defined attitudes in the context of life skills education to encompass the broad domain 
of social norms, ethics, morals, values, rights, culture, tradition, spirituality and 
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religion, and feelings about self and others (UNICEF ESARO, 2002). Behaviour 
change requires the requisite skills.  A discussion of skills and behaviour follows. 
 
2.2.2.3: Skills and behaviour change: 
 
Life skills training can enable students to act in pro-social ways (Birell Weisen and 
Orley, 1996 cited in Pishghadam, Zabihi, and Ghadiri, 2013) and help them take more 
responsibility for their behaviours and actions (Orley, 1997 cited in Pishghadam, 
Zabihi, and Ghadiri, 2013). In the case of the life skills education for the prevention 
and management of HIV/AIDS, children have to put into practice skills such as 
assertiveness and being able to make and stand by one’s decisions.  Eventually a skill 
one has acquired could take on the quality or characteristics of certain behaviour 
(UNICEF-ESARO, 2002).  To summarise all these, 
 
Life skills are, therefore, essentially those abilities that help promote mental well-
being and competence in young people as they face the realities of life. …They can 
be utilized in many content areas: prevention of drug use, sexual violence, teenage 
pregnancy, HIV/AIDS prevention and suicide prevention. The definition extends into 
consumer education, environmental education, peace education or education for 
development, livelihood and income generation, among others. … Life skills 
empower young people to take positive action to protect themselves and promote 
health and positive social relationships. 
                                                                                (UN Office on drugs, Module 7 (n.d.) p.2). 
2.2.3: Life skills education 
 
Life Skills Education has been defined by UNICEF as a structured programme of 
needs- and outcomes-based participatory learning that aims to increase positive and 
adaptive behaviour by assisting individuals to develop and practise psychosocial skills 
that minimize risk factors and maximize protective factors (UNICEF, 2003).  In this 
section the concept of life skills and life skills education are going to be discussed. 
 
2.2.3.1 Life skills in the primary school curriculum 
 
In the Ugandan life skills education programme, Life Skills in the Primary Teachers 
Training Manual are categorized as said earlier in chapter one into three categories 
namely; life skills for knowing and living with oneself, life skills for knowing and 
living with others and life skills for decision-making (Republic of Uganda/ UNICEF, 
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1997). Each of these categories of life skills is psychosocial in nature and in the 
manual they are categorised as below:  
 Life skills for knowing and living with oneself: self-awareness, self-esteem, 
assertiveness, coping with emotion and coping with stress. 
 Life skills for knowing and living with others: interpersonal relationships, 
friendship formation, empathy, peer resistance, negotiation, non-violent 
conflict resolution and effective communication. 
                                                            (ibid, p7-10) 
 
In contrast to the grouping in the Ugandan Life Skills education programme, UNICEF 
loosely groups them into three broad categories of skills that are: cognitive skills for 
analyzing and using information, personal skills for developing personal agency and 
managing oneself, and inter-personal skills for communicating and interacting 
effectively with others (UNICEF, (n.d.) Definition of terms). 
 
These categories suggest that the first category can be seen as Life Skills for decision-
making, the second category involves Life Skills for knowing and living with oneself 
and the third category are Life Skills for knowing and living with others. The 
difference between UNICEF”S conceptualisation of life skills and the interpretation 
of life skills in the Ugandan curriculum is not as great therefore as it first appears. 
This categorisation can take on another perspective but still in the same context. For 
example life skills “are further categorised into social skills, cognitive skills and 
emotional/coping skills” (Mangrulkar, Whitman and Posner, 2000 in Amarasinghe, 
2014, p.1). In this case, social skills are skills for knowing and living with others, 
cognitive skills are skills for decision-making and emotional and coping skills are 
skills for knowing and living with oneself. 
 
Later in this chapter, I am going to deal with skills for knowing and living with 
oneself and then in chapter three, life skills for knowing and living with others and 
life skills for decision-making are discussed. All these life skills, according to 
Ugandan Life Skills programme are meant to be developed in the learners while in the 
school through a Life Skills learning programme. Let us now look at life skills 
education in this context.  
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2.2.3.2: Life skills education 
 
Life skills education “is an interactive process of teaching and learning, which enables 
learners to acquire knowledge and to develop attitudes and skills which support the 
adoption of healthy behaviours; it is also a critical element in UNICEF”s definition of 
quality education” (UNICEF, n.d., 2010). 
 
Research has shown the positive effects of the integration of life skills in learning 
programmes aimed at developing life skills. Research results show that life skills have: 
 
 Lessened violent behaviour; increased pro-social behaviour and decreased negative, self-
destructive behaviour;  
 Increased the ability to plan ahead and choose effective solutions to problems; 
 Improved self-image, self-awareness, social and emotional adjustment; 
 Increased acquisition of knowledge;  
 Improved classroom behaviour; gains in self-control and handling of interpersonal problems 
and coping with anxiety; and 
 Improved constructive conflict resolution with peers, impulse control and popularity. 
 
                                                         (UNESCO, 2007, p1) 
 
The above research findings agree with literature on life skills education which show 
that life skills education has been developed by different organisations with different 
objectives, for example, “prevention of substance abuse” (Perry and Kelder, 1992 
cited in actionresearch.net (n.d.) Chapter Four: Life Skills) “Prevention of bullying 
and prevention of HIV/AIDS” (WHO, 1994).  
 
In summary, “life skills are a group of psychosocial competencies and interpersonal 
skills that help people make informed decisions, solve problems, think critically and 
creatively, communicate effectively, build healthy relationships, empathise with 
others, and cope with and manage their lives in a healthy and productive 
manner”(WHO, 2001 cited in UNICEF 2011, p.10). How life skills are viewed in 
different countries is discussed in the next paragraph.  
 
In different countries, life skills education takes on a name based on the content areas 
being focussed on or addressed. “Life skills-based education addresses real-life 
applications of knowledge, attitudes and skills, and makes use of participatory and 
interactive teaching and learning methods” (IRC, 2004, p.5). Depending on a specific 
country, life skills “can be applied to many issues and aspects of life such as peace, 
human rights, or the environment” (ibid). In this context, basing on the area of focus 
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of the country in question, life skills education can take on (ibid) a range of different 
terms such as skills-based health education when the focus is health issues; peace 
education when the focus is violence prevention or conflict management, or even 
civic education depending on the objectives of the learning area. UNICEF clarifies 
this further and clearly explains what the terms life skills education, life skills based 
education and skills based health education specifically refer to: 
 
Life Skills Education: This a structured programme of needs- and outcomes-based 
participatory learning that aims to increase positive and adaptive behaviour by 
assisting individuals to develop and practise psychosocial skills that minimize risk 
factors and maximize protective factors  (UNICEF (n.d.), Definition of terms). 
 
Life skills based education: This is a term which came into use to describe life skills 
education addressing specific content or undertaken to achieve specific goals, e.g., 
life skills-based peace education or life skills-based HIV & AIDS education. The 
term makes it clear that a life skills approach will be used to teach the subject matter, 
meaning that participatory teaching/learning methods will be used to help learners 
develop not only knowledge, but also the psychosocial life skills they may need to 
use knowledge to inform and carry out behaviour. 
                                                       (UNICEF, n.d. ibid) 
 
Skills-based health education: This is a term used to describe life skills education that 
aims to prepare individuals to make decisions and take positive actions to change 
behaviours and environments to promote health and safety and to prevent disease 
(UNICEF, ibid). 
 
Many countries have taken on life skills based education to be used interchangeably 
with life skills based health education. For example in Uganda, a very big portion of 
life skills education addresses HIV/AIDS prevention and management. Research 
studies have shown that sex education based on life skills was more effective in 
bringing about changes in adolescent contraceptive use; delay in sexual debut; delay 
in the onset of alcohol and marijuana use and in developing attitudes and behaviour 
necessary for preventing the spread of HIV and AIDS.(Maclong-Vicencio, 2010). 
Literature on life skills shows that: 
 
Research demonstrates that possessing life skills may be critical to young people’s 
ability to positively adapt to and deal with the demands and challenges of life. … 
Life skills are behaviors that enable individuals to adapt to and deal effectively with 
the demands and challenges of life. There are many such skills, but core life skills 
include the ability to: Make decisions, solve problems, and think critically and 
creatively.   
                                                                                        (UNICEF, Advocates for Youth (n.d.) p1) 
 
That is why, around the world, Life Skills Education is being adopted as a means to 
empower young people in challenging situations by different countries. 
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In the above explanations, life skills education is the context for all other interventions 
using the life skills education approach. Life skills education promotes and 
consolidates “psychosocial skills in a culturally and developmentally appropriate way; 
it contributes to the promotion of personal and social development, the prevention of 
health and social problems, and the protection of human rights” (United Nations Inter 
Agency meeting report 6th-7th April 1998).           
 
It is important to recognize however, “that in many programmes and interventions, 
life skills-based training is included as part of a larger education programme which 
may or may not make use of participatory methods” (Yankah & Aggleton, 2008, 
p.466).  The definition of life skills education is based on what methods and 
curriculum materials are used, what competencies, and the participatory learning 
methods and what learner changes have been experienced as a result of what learners 
have learnt (Shaffer, 1999). According to UNESCO 2008: 
 
Life Skills Based Education (LSBE) is distinguished from other education strategies 
in that it is designed to enhance efforts to positively develop or change behaviours 
through a balance of knowledge, attitudes and skills. The approach uses a wide 
variety of participatory and interactive techniques (small group discussions, role 
playing, debating, community partnerships and projects, and other exploratory 
learning techniques) to archive a key goal of attitudinal and behavioural change in 
learners. 
                                                                                     (UNESCO, 2008 p.2) 
 
Life skills education is therefore not just about content.  The next section explores 
how teaching methodologies are crucial to life skills. 
 
2.2.4: Teaching life skills 
 
Development of Life Skills is closely linked to a pedagogy of active learning. It is 
“through participative teaching methods, such as role play, debates, situation analysis, 
and one-on-one problem-solving, life skills programs can actively engage young 
people in their own development process” (Mangrulkar, 2001, p.6). This is because 
Life Skills need to be taught in a participatory learning mode that engages the whole 
learner in an experiential learning environment. Children require attitudinal and 
behavioural change. They come to school with their already acquired behaviour which 
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makes the school have divergent behaviour inside and outside the classroom in the 
school (UNICEF, 2012). To help the children, teachers need to include life skills in 
their daily lesson plans. This will help the teachers to integrate life skills education in 
every teaching situation in the class. In the Ugandan Life Skills programme, teachers 
infuse life skills education in their lessons with every subject through use of a variety 
of approaches to life skills development in children (Republic of Uganda/UNICEF, 
1997). For example, as teachers teach their lessons, children develop respect for each 
other, play and work together in groups and help one another all of which show how 
life skills are developed in children (Tyrer, 2010). Tyrer further explains that these are 
not taught as subjects but are integrated in the teaching of different subjects. This is 
the way life skills are taught in Uganda as explained below. 
 
Life skills education in Uganda is provided to the learners in “a skills based approach 
to enable learners take positive health choices, make informed decisions, practice 
healthy behaviours, and recognise and avoid risky health situations and behaviours” 
(Republic of Uganda/UNICEF, 1997, p.11). Traditionally in Uganda, health and life 
skills education were taught through a knowledge based approach where children 
were given facts and information about dangers of misusing drugs or the reproductive 
system (ibid). In Uganda today, the skills based approach follows the path of 
exploring attitudes and values and developing certain psychosocial competencies 
alongside the knowledge component (ibid). In this context, life skills are infused in 
the curriculum and are developed among the children as they learn different content 
and use different methods for delivery of the content. As teaching goes on, facilitation 
of the development of different life skills using the content and the methods is done. 
For example, in religious education for primary two the overall theme for the year is 
“CHRISTIANS LIVING TOGETHER IN GOD”S FAMILY” (NCDC, 2007). This 
theme has 12 learning outcomes. Learning outcome number 7 is “The child 
understands the importance of serving others is ready to persevere and looks for ways 
to serve” (p57). One of the bible stories to teach under this learning outcome is “Jesus 
raising Lazarus from the dead” (JOHN 11: 17-44) (ibid). The life skills to be 
developed include among others, empathy, coping with emotions, friendship 
formation (ibid). In order to develop Life Skills, teachers will typically not teach the 
life skills as content on its own but, they can use drama and act the scene of the death 
and resurrection of Lazarus, or role play Jesus raising Lazarus from the dead. The 
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whole process of the drama or role play will include situations that require sympathy, 
empathy, coping with emotions, Jesus as a friend who resurrects, etc. The teacher will 
integrate in the lesson discussion of the acting or role plays. This is how the subject 
matter or content of a lesson can be used to develop different life skills because: 
 
Life Skills Education (LSE) is a novel promotional program that teaches generic life 
skills through participatory learning methods of games, debates, role-plays, and 
group discussion. Conceptual understanding and practicing of the skills occurs 
through experiential learning in a non-threatening setting. Such initiatives provide … 
a wide range of alternative and creative ways of solving problems.  
                                                                                 (Srikala & Kishore, 2010, p347) 
 
In the above quotation, the participatory learning methods identified are games, 
debates role plays and group discussion. Debate is important because it can enable 
learners to engage in creation of an argument which requires research of issues, 
organization and synthesis of data and development and evaluation of conclusions. In 
this process, the learner is involved in developing a variety of life skills because the 
formulation of an argument requires the: 
 
Debater to consider differing methods of critiquing reason, the decision-making 
formula, the audience and the criteria of decision-making. In the end, arguments must 
be communicated to an audience clearly and succinctly - a difficult cognitive process 
requiring conversion between   thought, written rhetoric and oral rhetoric. At the end, 
the debate itself requires the processing of other’s arguments and then the 
reformulation and defence of one’s original position.  
                                                                                                            (Parcher, 1998, pp1-2) 
 
Clearly reflected in Parcher’s explanation here are life skills that include critical 
thinking, effective communication and decision-making. On the other hand, “games 
and simulations enable students to solve real-world problems in a safe environment 
and at the same time enjoy the process” (Bhattacharjee & Ghosh, 2013 p2).  
 
In some cases, debate can be combined with role play. “Utilizing the techniques of 
drama, role-playing teaching is a holistic teaching method that inculcates the process 
of critical thinking, instigates emotions and moral values, and informs about factual 
data” (Bhattacharjee & Ghosh, 2013 p2). As noted above, the example of a Religious 
education lesson on the resurrection of Lazarus can be an example where a role play 
can allow pupils to explore and discuss emotions and morals. Teachers can also use 
role-play debates on a topic like home hygiene and children take the roles of a father, 
mother, sister, brother, father, granny, grandfather and visitor.  Through the debate of 
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the issue from various points of view, pupils can broaden their understanding of the 
issue of hygiene in the home (Bhattacharjee & Ghosh, 2013 p.2). 
 
One further important feature of life skills education is that life skills are conveyed to 
children through the relationships they have with their teachers.  Teachers teach 
children about how to treat others through their relationships with pupils in the 
classroom (Webster-Stratton, 1999).  When teachers treat children respectfully they 
convey to children that they are important and consequently facilitate the 
development of children’s self-esteem.   In addition teachers can explicitly encourage 
a positive sense of self by naming children’s positive personal attributes and skills.  
As life skills involves learning how to be with others, it necessarily implies the use of 
active and interactive methodologies, in particular, group work and other related 
methods. 
 
The classroom should feel like a small community where everyone has a role of 
responsibility, when the children have their presence recognised, they feel they have 
achieved. On this, Hoffman (2009, 544-546) compares the American and Japanese 
classroom situation. Hoffman observes that practices like “time outs”, “removal of 
children from the classrooms”, and  defining behaviour problems  as issues of student 
“self-control” genuinely address the emotions that arise in the classroom (ibid).   
Hoffman explains that these could easily be used by the teacher as techniques to erase 
or mitigate emotions the teacher finds difficult to deal with (ibid). However, Hoffman 
observes that these may solve the problem in the short run and may not engage with 
the larger and deeper questions surrounding the issues of belonging and community in 
the classrooms and schools. In contrast, the Japanese approach focuses not on rules, 
contracts, external behaviours, or physical interventions such as those explained 
above (e.g. removal of children from the classrooms) but on  the consistent cultivation 
of  positive bonds of  emotional attachment and belonging. The Japanese methods of 
conflict resolution rely on the interpersonal unity of the Japanese classroom (Lewis in 
Hoffman, ibid). The child needs to be emotionally connected to the teacher which 
means the teacher should reciprocate his or her efforts to connect to the class twice as 
much by using diversified supportive emotional encouragement. To consolidate this, 
Lewis (in Hoffman ibid) gives two illustrative examples; a teacher stops a child from 
throwing a stone at a friend by reminding him of how the other boy might feel if he 
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were  hit by touching the stone to his head but proceeds immediately to give the stone 
back to him. In another example, a teacher who does not want a child to sharpen a 
pencil, just appeals to the emotions of the child by saying that, “your pencil will feel 
miserable”. These two examples reflect how empathy can be developed in children. 
This is clearly reflected in the meaning of empathy which refers to a learner 
understanding what is happening in the life of a colleague in order to establish how 
they can support each other (Gordon, 2006).       
 
 Life Skills education is facilitated by the use of such participatory learning methods 
(UNESCO, 2004) and is based on interactive learning that involves explanation and 
hearing of the skill in question, observation of the skill being practically shown in 
different situations in an environment that enables children to know how they are 
performing the skill. These approaches can thrive when teachers clearly state the 
learning objectives of each activity they intend to achieve (ibid). 
 
The situations, in which the role play is conducted, facilitate the practice of the skill.  
In a World Bank paper on Hygiene, Sanitation and Water, it was asserted that children 
are not “empty vessels” because they come to school with previous experience and 
can therefore best learn when using a range of their senses. Learning and skill 
development in children should therefore be encouraged interactively in a stimulating 
and playful manner to make children eager to put their new knowledge and skills in 
practice. This explains the difference between traditional education methods and life 
skills-based education methods. This difference is reflected in Table 2.1 below.   
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Table 2.1: Differences between traditional education and the life skills-based 
education approach 
 
Traditional education method Life skills-based education 
Teacher-centred Child-centred 
Emphasis on reproducing and learning 
by heart and academic knowledge 
Emphasis on the application of the 
content and learning of skills and attitudes 
The teacher uses one-way teaching, 
during which the teacher speaks and 
the students listen 
Students learn from both the teacher and 
each other 
 
Children sit in rows one behind another 
all the time and the teacher sits facing 
the class 
Sitting arrangement is flexible and the teacher moves 
around the class, working 
with an individual, a group or the whole 
class depending on the activity 
Learning is mostly through written text 
(textbooks and taking notes) 
Besides written text, teachers make use 
of participatory and interactive activities 
The lesson content is not adjusted to 
local conditions 
The content of the lesson is adapted to 
real-life situations 
 
Adapted from International Water and Sanitation Centre 2004, p.7   
  
2.3: Principles of life skills education 
 
2.3.1: Introduction 
  
A principle as a fundamental, primary, or general law or truth from which others are 
derived (Collins English Dictionary, 2009). I am therefore considering principles of 
life skills to be fundamental, primary, or general truths in education that form a basis 
for life skills education or development approaches and methods.  In this section, I 
will discuss some of the principles on which life skills education is based. 
 
2.3.2 Some principles of children’s learning 
 
Principles of life skills education do not function in a vacuum. They operate in the 
context of researched and accepted principles of children’s learning (WHO 2003). In 
their tool kit on Hygiene, Sanitation and water in schools, the World Bank (2005), 
assert that children’s learning can be more effective if the following considerations 
(principles) are taken into account: 
 
  
37 
 
2.3.2.1: Children have previous experiences and insights.  
 
Children come to school with previous experience and insights. For example in 
countries like Sudan (Southern Sudan now) and Uganda where there have been wars, 
the following observation is true. 
Learners bring many things with them when they come to school; their language, 
culture, and experiences. Two generations of children in many parts of Sudan have 
known only war and its attendant traumas, including psychosocial trauma, personal 
abuse, poor health, lack of education, and broken families. Teachers need to be 
prepared to receive learners with a wide range of life experiences, and be able to 
work with them to meet their social, emotional, and educational needs.   
                                                                            (UNICEF/Operation Life Line Sudan (OLS), 2012, 
paragraph 2)  
 
The recognition of children’s previous experiences allows teachers to meet the needs 
of learners and also to apply the constructivist principle of teaching from the known to 
the un-known. It seems that teachers are convinced that facts are not learnt abstractly 
but basing on what children already know. These constructivist principles apply to life 
skills as they do to other areas of education. For example, when teachers apply the 
constructivist psychology theory, 
 
 The learning process occurs through social interaction in peer learning, 
cooperative groups, or open discussion situations 
 Developing life skills in adolescents, like other processes of teaching and 
learning, is infused with layers of cultural beliefs and values 
 Developing skills through the interaction of the individual and the 
social/cultural environment can lead to changes both in the individual and in 
the environment (peer group, classroom, family, youth group)  
                         (Adapted from Mangrulkar, 2001, p21) 
 
 Children also effectively develop the different life skills based on the experience they 
have. For example, decision-making, social problem-solving and empathy are, 
informed by accumulated knowledge and experiences. For example, children’s ability 
to empathise with others will to some extent depend on whether they have shared 
similar experiences.  Thus, a child who is punished for misbehaviour by being denied 
the opportunity to eat with others will understand how another child, similarly 
punished might feel.  In this same context, Premack and Woodruff (in Gillibrand, 
2011, p. 216) state that “in order to understand other people’s mental states, we must 
first be able to understand our own mental state”. “It is this understanding that enables 
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us to identify with the emotions of others and to read the physical expression of 
emotions in others” (ibid, p. 218).  
 
2.3.2.2: Children learn best when using a variety of senses 
 
According to Baxter (2007) Children are born with our reflexes and senses. This 
means that initially children learn about their world through their senses. Through 
their sensory experiences, children develop much of their brain in their early years.  
The senses of sight, smell, sound, taste, and touch, contribute to the child’s acquisition 
of knowledge (Smith, 2009). Smith further explains that the great thing is that 
children do not need to be encouraged to engage in sensory experiences, they will 
naturally do this in an environment that offers a variety of sensory opportunities so 
that your child will naturally come to explore. The best way to know what a child 
needs is to watch her interests and follow her lead (Smith, ibid). That is why in 
constructionist classrooms “learners are encouraged to construct their own knowledge 
in richly equipped learning centres, small groups and individuals solving self-chosen 
problems, and a teacher who guides and supports in response to children’s 
needs”(Laura, 2012, p. 467-469).  
 
Such experiences help to develop life skills like self-esteem in that the children will 
value various activities and success as those activities will emerge and strengthen with 
age (ibid, p. 457).   Engaging in exploration using their senses develops children’s 
knowledge of themselves. 
 
2.3.2.3: Children like to copy from models 
  
According to Laura (2009, p.144) “scientists have identified specialized cells in motor 
areas of the cerebral cortex in primates called mirror neurons that fire identically 
when a primate hears or  sees an action and when it carries out that action on its own”. 
She further explains that “brain imaging studies confirm that human beings have 
elaborate systems of mirror neurons, which enable us to observe another person’s 
behaviour while stimulating the same behaviour in our own brain” (ibid). In the 
context of life skills, Iocaboni et al and Schult-Ruther et al (in Laura, ibid) explain 
that mirror neurons are believed to be the biological basis of a variety of interrelated, 
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complex social abilities, including imitation, empathic sharing of emotions, and 
understanding others” intentions. Using this biological endowment, children can 
easily pick up both bad and good habits, so good role models are needed at school and 
at home.  
 
Muijs and Reynolds, (2005, p.133) observe that “the underlying principle of social 
skills coaching is that children’s social skills problems are often caused by the fact 
that they do not know what to do in social situations, and that they can be taught to 
overcome these deficiencies”. Muijs and Reynolds further explain that “modelling the 
desired behaviour by the teacher or other professionals in the school can contribute to 
the child’s understanding of the pro-social behaviour” which in many respects is the 
basis for life skills education” (ibid p.133).  
 
2.3.2.4: Children need praise 
 
By nature children need encouragement and praise. When praising, Brophy (in Muijs 
& Reynolds, 2005 p.92) explains that teachers can use incentives, rewards and 
privileges to reinforce desired behaviour. Praise in form of these incentives, rewards 
and privileges makes children feel good (Watson, 2012) and when learners feel good 
about themselves, they are much more likely to become better achievers in the 
classroom. The World Bank (2005) also supports positive reinforcement arguing that 
it helps children to experiment successfully.  
 
Children learn best in supportive, friendly environments.  These environments should 
provide positive reinforcement that is more effective and consistent with the goals 
most early childhood educators have for children, namely, to foster self-esteem, 
autonomy, self-reliance, achievement, and motivation for learning (Randy and Amy, 
1989). Praise can be used to encourage progress toward these goals.  
 
On the other hand, recent research indicates that some teacher attempts to create such 
environments by using praise may actually be counterproductive (Randy and Amy, 
1989). Some praise statements may have the potential to lower students’ confidence 
in themselves. In a study of second graders in science classrooms, Rowe (cited in 
Randy and Amy, 1989) found that praise lowered students’ confidence in their 
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answers and reduced the number of verbal responses they offered. The students 
exhibited many characteristics indicative of lower self-esteem, such as responding in 
doubtful tones and showing lack of persistence or desire to keep trying. In addition, 
students frequently tried to "read" or check the teacher’s eyes for signs of approval or 
disapproval (Randy and Amy, ibid).  
 
 
2.3.2.5: Children love to play 
 
By nature, humans are born to play. Kemp and others explain that playing helps 
children to survive and thrive by interacting with others. As they play, children are 
energised, made calm, relaxed and in the process arouse their brain and body  and 
become inventive, smart, happy, flexible, and resilient  (Kemp, et al, 2009). In this 
way play is an active form of learning (Muijs and Reynolds, 2005, p. 179).  It gives 
young children practical activities for learning about life. Play is important and can 
help develop children’s receptive and expressive language, as well as their skills in 
joint planning, negotiation, problem-solving, and goal seeking (Bergen, 2002). 
Creative play develops children’s self-esteem, creativity and completeness in life 
(Borden, 1997). 
 
Borden further talks about cooperative play and notes that working together helps 
children to learn to respect the ideas of others. Through cooperative play, children 
learn how to work together to achieve a goal and how to problem-solve together.  
Furthermore, they can practice social roles while playing.  Play therefore enables 
children to develop social skills and social competence.   
 
2.3.2.6: The school is a significant personal and social environment in the lives of its 
students 
  
A child-friendly school ensures every child an environment that is physically safe, 
emotionally secure and psychologically enabling. In these schools teachers are the 
single most important factor in creating an effective and inclusive classroom. In 
Watson’s (2012) article on inclusive classrooms, the teacher facilitates the learning by 
encouraging, prompting, interacting, and probing with good questioning techniques 
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such as “How do you know it’s right, how do you know it is not right, can you show 
me the way to do it?”  The teacher democratises activities in the class to ensure that 
every child’s interests are met. Teachers also give students the opportunity to engage 
in problem-solving activities. This is fitting for life skills development because 
children think best when they have a problem to solve (Dewey, in Watson, ibid). 
 
 
2.4: Importance of life skills education 
 
Life skills have already been defined as abilities for adaptive behaviour that enable 
individuals to deal effectively with the demands and challenges of everyday life 
(WHO, 1994; 2003; Bakhshi, et al 2009; Hoffman, 2012). Children grow up in a 
complex environment and are vulnerable to risks. Amidst all these challenges, life 
skills enable youths to make informed decisions. According to UNICEF life skills 
enable children to explore different courses of action as they reflect on the odds for 
and odds against their day to day living in order to make reasoned decisions to solve 
problems or issues as they arise (UNICEF, 2012). As children explore and decide on 
different courses of action, they need skills to weigh future consequences emanating 
from their actions and those of their colleagues based on their own values and the 
values of those they stay with (ibid). Now armed with informed decision-making, the 
child will be able to evaluate available chances as s/he prepares to face any challenges 
ahead of him or her which may emanate into social awareness of the concerns of 
one’s family and society (ibid). In the remainder of this section, the importance of life 
skills in promoting healthy living will be discussed. 
 
 
2.4.1 Life skills and healthy living   
 
While health is often conceptualised in terms of physical health it is in fact a state of 
complete physical, mental, and social well-being (WHO, 2012).  Life skills support 
psychological health in terms of personal well-being and the development of healthy 
relationships.  Life Skills also play an important role in the development of 
behaviours that support physical health. Life skills may therefore be directed toward 
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personal actions or actions toward others, as well as actions to change the surrounding 
environment to make it conducive to health (WHO, 2012). 
 
As noted earlier, children in Uganda and other African countries are often exposed to 
challenging environments.  Life skills enable children to adapt and develop positive 
behaviour that enables them to deal effectively with these challenging environments 
as they live each day (WHO, 2003). According to UNDOC (n.d) Module 7:  
 
Developing life skills helps children translate knowledge, attitudes and values into 
healthy behaviour, such as acquiring the ability to reduce special health risks and 
adopt healthy behaviour that improve their lives in general (such as planning ahead, 
career planning, decision-making, and forming positive relationships). With life 
skills, one is able to explore alternatives, weigh pros and cons and make rational 
decisions in solving each problem or issue as it arises. It also entails being able to 
establish productive interpersonal relationships with others.  
                                                                                              (pp. 7-2 & 7-4) 
 
Consequently, many countries are now considering the development of life skills 
based education in response to the need to reform traditional education systems which 
appear to be out of step with the realities of modern social and economic life ibid. 
 
In some of the literature, life skills are seen as a panacea for many of life ills 
(UNICEF, 2007).  They are said to enable economic and political participation and 
ameliorate gender inequalities (ibid) enhance the quality of parenting (Olen, 1994) 
and reduce antisocial behaviour and crime (Botvin, Griffin, and Nicholas, 2006; 
Deffenbacher, Lynch, Oetting and Kemper, 1995).  
 
The impact of life skills education has been demonstrated in in the United States, life 
skills based programmes have been said to reduce alcohol and tobacco use (Botvin, 
Griffin Paul, and Macaulay, 2003) and reduce substance use (Griffin, Botvin, 
Nicholas and Doyle, 2003). The development of life skills can help young people to 
take greater responsibility of their own lives. These youth often lack the tools and life 
skills that will help them navigate the uneven, uphill course ahead of them. It is 
therefore argued that school and community programmes should promote life skills 
such as responsibility, respect, caring, and peaceful conflict resolution (Lickona, 
1992; Noddings, 1992).  Life skills such as these can act as a powerful force for 
children’s change while at home, in their relationships with their peers, and in the 
community.  
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That is why in a UNICEF (Youth net) Module 7 on life skills, it is further observed 
that programmes aimed at developing life skills have produced the following effects:  
 
Lessened violent behaviour; increased pro -social behaviour and decreased negative, 
self-destructive behaviour; increased the ability to plan ahead and choose effective 
solutions to problems; improved self-image, self-awareness, social and emotional 
adjustment; increased acquisition of knowledge; improved classroom behaviour; 
gains in self-control and handling of interpersonal problems and coping with anxiety; 
and improved constructive conflict resolution with peers, impulse control and 
popularity. Research studies have also shown that sex education based on life skills 
was more effective in bringing about changes in adolescent contraceptive use; delay 
in sexual debut; delay in the onset of alcohol and marijuana use and in developing 
attitudes and behaviour necessary for preventing the spread of HIV/AIDS.  
                                     (United Nations Office on Drugs and Crime (UNDOC) (n.d.) Module 7, p. 5) 
 
The potential impact of life skills prompted the Ministry of Education in Uganda to 
consider how to equip primary school pupils with life skills for effective, positive 
decision-making, and the ability to act unhampered by forces around them, so long as 
they are convinced of the correctness of the stand to be taken (Republic of 
Uganda/UNICEF, 1997, Foreword). With proper life skills education, life skills in 
Uganda can be seen as one of the young people’s principle protections against 
HIV/AIDS infection (Buczkiewiz and Carnegie, 2001). The need for life skills 
education in Uganda is still based on the fact that those children and young people 
between 5 and 14 years of age, both in-school and out-of-school, though largely 
uninfected by the virus, are affected. As Urban Jonson, the Regional Director 
UNICEFESARO observes, “Young people are currently at the centre of the 
HIV/AIDS pandemic, they can at the same time play a critical role in reversing the 
trends” (UNICEF, UNAIDS, WHO, 2001). Young people thus offer a window of 
hope in trying to find solutions to the problem. But if the young people are to be part 
of the solution to the HIV/AIDS pandemic, they must urgently be exposed not just to 
HIV/AIDS messages but also to prevention skills as explained below:  
 
Not only do they need knowledge about HIV/AIDS, they need to be equipped with 
skills to put that knowledge into practice. Because a fairly high percentage of the 
youth in the region are still in school, particularly in the countries of Southern Africa, 
education systems have an essential role to play in providing them with the 
knowledge and skills needed to reverse the trends. For those outside the formal 
education system, measures must be put in place, especially through the children in 
school, to reach them through non-formal and informal educational channels.  
                                                                                               (UNICEF ESARO, 2002, p. 3) 
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Public policy, medical treatment and attempts to reduce environmental causes of 
illness are important means of maintaining and restoring health in society at large, and 
schools that undertake activities in these three areas will go far toward reducing 
student health problems.  However, such measures will not protect children from the 
harmful effects of their own behaviour if for example, they choose or are pressured to 
smoke, use drugs, act in violent ways, engage in unprotected sexual activity or take 
other risks, children need skills-based health education (UNESCO, 2008).  Life skills 
health education enables children to avoid such health risks by developing negotiation 
skills and resistance to peer pressure, communication and interpersonal skills, 
decision-making and critical thinking skills, problem-solving skills and coping and 
self-management skills (UNESCO, 2008). This enables children know therefore when 
there is a likelihood of danger and how to take appropriate action in good time 
(Republic of Uganda/UNICEF, 1997, Foreword).    
 
It seems many researchers believe that an individual’s ability to relate successfully to 
other people is a key to life effectiveness. That is why peer problems such as peer 
isolation or rejection are said to be predictive of a variety of problems of depression, 
school dropout, and other psychiatric problems in adolescence and adulthood (Ladd 
and Price, 1987). These are characteristic of children who find it difficult to form 
friendship due to difficult temperament including hyperactivity, impulsivity, and 
inattention (Campbell and Ewing, 1990). Such children have social difficulties and 
often misjudge what is expected of them in social situations: they may be impulsive or 
disruptive when entering a group, have trouble sharing and waiting their turns, or 
make inappropriate or critical remarks.  
 
Positive relationships promote resilience and maintain positive behaviour.  In order to 
develop positive relationships, children and young adults require friendship formation 
skills and the skills to maintain such friendships (Webster-Stratton et al, 1999).  The 
ability to form friendships enables children to avoid difficulties such as lonesomeness 
and low self-esteem (Asher and Williams, 1987). For example sharing and conflict 
management is a fruit of possession of negotiation skills. Taking turns is only possible 
when there is tolerance, patience, and cooperation. One being able to put oneself in 
another person’s situation is only possible when a child has empathy skills. Agreeing 
and working cooperatively with each other is possible when one has negotiation 
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skills. Asking for help requires the skills of assertiveness, self-awareness. And finally, 
being polite requires the skills of self-awareness, respect, and communication; and 
giving up a turn to someone else is possible when there is cooperation and empathy. 
We need young adults who can think and act creatively, who value human life, are 
able to communicate and negotiate rather than fight (Rogers, 1994). These life skills 
are discussed further in the next sections and chapters three and four. 
 
2.5: Potential pitfalls in the implementation of life skills education 
 
While there might be a great deal of support for life skills education, there are some 
difficulties in its implementation.  Some of the challenges and potential pitfalls in life 
skill education are discussed in this section. They include limitations of the infusion 
method and issues surrounding hostile social and cultural environments and failure of 
teachers as role models. In this section, limitation of the infusion method and lack of 
participatory methods, unfavourable socio-cultural environments, failure of teachers 
to be role models, using praise when communicating and giving feedback to children, 
large class numbers and some life skills content areas being sensitive are going to be 
discussed.  
 
2.5.1 Limitation of the infusion method and lack of participatory methods 
 
As explained in chapter one, the life skills programme in Uganda adopted an infusion 
approach. This means all the primary school materials like the syllabi and text books 
are required to include this infusion in some way. On examination of the current 
thematic curriculum materials, it is clear that life skills are listed in both the 
curriculum and manuals. However, despite this most of the emphasis is on the 
organization of teaching the subject content and hardly any guidance is given on 
organising the life skills element of the lessons. The lesson plans also, only list the life 
skills to be developed. How these are going to be developed is not in any way 
reflected in the lesson development section. This suggests that the infusion method in 
Uganda has problems of implementation because life skills education requires 
instructors to change both content and their teaching approaches whilst not advising 
them how to do so. Interactive and participatory communication and activities offer 
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the only means for any real possibility of accomplishing behavioural change 
(UNICEF 1990). This is a departure from the norm as pointed out by students at a 
Life Skills and Education forum in Uganda. The learners, who were participants at 
this forum, expressed dissatisfaction with the way life skills were being taught; 
Teachers are a big hindrance; participatory methods are lacking. Teachers are only 
humans and some of them may not be able to use these methods. We need creative 
teachers who have the ability to teach Life Skills. For example in Social Education 
and Ethics, if you express your view it is put down by the teacher. We need 
somewhere where we can express our opinion. The common approach that teachers 
use is boring-traditional teaching- they only write notes and that’s it. We also have 
ideas that are burning in our heads.  
                                                                                (Naim Seif in Wamahiu, 2000) 
 
 Consistent with this finding, a UNICEF ESARO (2000) report documents that life 
skills programmes that are taught separately are far more effective than those infused 
into other subject areas. 
 
A number of reasons for the failure of infusion method in Uganda has been outlined 
by Wamahiu as indicated below 
 Many teachers find it easier to follow and work with written materials than think of 
and create working materials from a guideline. 
 The education system has been exam-driven and hence a culture strongly attached to 
examinations and its syllabus. 
 Life skills’ component is not adequately highlighted even within health topics. 
 Pupils believed strongly in “what is the correct answer?” and not “what do you 
think?” 
 Most teachers have hardly used participatory methodologies: It takes time to prepare 
them. 
                              (Adapted from Wamahiu 2000) 
 
Problems implementing an  infusion approach are  also evident in  a study in Kenya 
where, according to Gillespie (2002 in Mugambi and Muthui, 2013, p.5), “infusion as 
an approach to curriculum implementation has a major disadvantage in that it does not 
give learners time to practice the learnt concepts”.  It also encourages shallowness in 
content coverage.   
 
2.5.2 Unfavourable socio-cultural environments 
 
Generally, life skills education programmes are influenced by culture in any school 
and community where life skills are being implemented. It therefore follows that: 
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Cultural and social factors will determine the exact nature of life skills. For example, 
eye contact may be encouraged in boys for effective communication, but not for girls 
in some societies, so gender issues will arise in identifying the nature of life skills for 
psychosocial competence. The exact content of life skills education must therefore be 
determined at the country level, or in a more local context.  
                                                                                                             (WHO, 1997, P.3) 
 
The competencies to be acquired in a life skills programme include communication, 
negotiation, decision-making and critical thinking, assertiveness and stress 
management. The acquisition of these competencies demands that the thinking of girls 
and boys, women and men and different generations experience a radical change. The 
females should transcend tradition and move up into or occupy higher levels in 
society beyond cultural prescriptions. This is because “traditional mind sets relegate 
women and girls to inferior social status resulting in social structures characterised by 
unequal gender power relationships” (UNICEF ESARO 2001). Under the 
circumstances, girls, further disadvantaged by their age, find it difficult to “transgress 
gender boundaries” or engage in behaviour culturally associated with the opposite sex 
(ibid). The voice of the woman local council leader from Uganda quoted below 
demonstrates the difficulties of developing and using life skills in hostile socio-
cultural environments: 
 
We women grow beans. But men do not allow us to use them without their permission. 
Men are the ones making the children suffer malnutrition. 
(A Woman LC3Representative in Kamuli, Uganda) 
 
This statement clearly explains the unequal power relations between the male and 
female genders. This is clearly reflected in the findings of the research conducted by 
Shazia Mohamed among adolescents in Karachi’s low-income communities to assess 
their knowledge, attitudes and behaviour regarding sexual health in order to prepare a 
life skills curriculum. They interviewed young girls and boys aged 12 to 19 on the 
subjects of bodily changes, drug abuse, gender-based discrimination, sexual abuse and 
violence, and health-seeking behaviour. The girls’ responses included: strict 
segregation of the sexes, being forbidden to play on the streets or even talk to boys 
and men which sometimes led to being removed from school, for bidden by their 
fathers from standing in the doorway of her house because their fathers felt that girls 
should not be seen. In some cases being entirely prohibited from leaving the house 
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unaccompanied and being married off with often little say. Shazia observed that such 
restrictions pose barriers to seeking care from qualified health practitioners. For 
example, Shazia said, it is common for a girl to take medication on the advice of her 
aunt or mother (Shazia, 2011) 
 
According to Women Win, a programme being implemented in Tororo, Uganda, 
gender-based violence is a major public health and human rights problem throughout 
the world.  
 
This type of violence often happens behind closed doors. Too often, cultural norms 
and legal systems treat violence against women as a private family matter or a normal 
part of family life. A girl, regardless of age, may fear attacks at home, on the streets 
and even at school. This type of violence takes the shape of rape, molestation, and 
physical or emotional abuse, such as intimidation, punching or grabbing. Perpetrators 
can be family members, teachers, boyfriends and complete strangers.  
                                                                 (Women Win, 2011) 
 
Furthermore, when girls resist being positioned in this way, the boys assert 
themselves by sexualising girls and constructing them as objects of their free sexual 
desires (UNICEF ESARO, 2002). One of the consequences of this is unwanted and 
early pregnancy in girls which life skills education is supposed to avert (ibid). 
 
Shazia Mohammed’s study of Life Skills in in Pakistan (2011), they simply use 
different case studies to maximize the relevance of gender equality, to boys and girls. 
Shazia explains what they have done in Pakistan as below: 
We have made a special effort to ensure that the curriculum and our methods are 
sensitive to issues of gender. For example, the lesson entitled "Equality" includes a 
case study about a girl who is sexually harassed by some young boys on her way to 
school. Upset and frightened, she tells her younger brother who, in turn, reports the 
incident to his father. He then prohibits his daughter from going to school. The list of 
questions that follow provoke classroom discussion about a person’s freedom of 
movement and education, and the violation of that right in the name of honour and 
respectability. It also generates discussion about whether girls are at fault when they 
face unwanted sexual advances. 
                                                    (Shazia 2011) 
 
Shazia emphasized that there is need to build the self-esteem and confidence of girls 
and boys, and increase their access to quality sexual health services. That is why, the 
aforementioned Women Win, an organisation in Tororo, Uganda observe that a girl 
needs a safe space to discuss experiences, violations and fears, and receive validation 
that her fears are okay (Women Win, ibid ). Furthermore, a girl needs to understand 
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her legal rights. She also needs a place where she can learn confidence that will help 
her avoid becoming a victim of gender based violence. A team and trusted coaches 
can provide that environment.  (Women win, ibid)  The problem is that women 
emancipation programmes make life skills education inclined to the females as if boys 
do not need it. This is even in traditional consonance where girls by African culture 
need to keep virginity and no one cares about the condition of the boy during 
marriage. 
 
2.5.3: Failure of teachers to be role models 
 
Peterson (2008) emphasises the importance of teachers acting as role models in 
teaching Life Skills. Peterson advocates training teachers and other school staff on 
how to integrate character education into the entire school learning experiences - there 
is a need for adults to serve as role models of exemplary character traits and social 
behaviours.  However, as indicated in the background of this study, there have been 
instances of teachers sexually abusing pupils (Saturday Vision newspaper of 2nd 
August 2008). Much as this may not be unique to Uganda, it is a pitfall because life 
skills development is character development and teachers and other adults are 
important role models, standard setters, and sources of influence (Peterson, 2008).  
 
2.5.4:  Using praise when communicating and giving feedback to children 
 
It has also been observed that the way some parents and teachers communicate and 
give feedback to the children in a way that can cause low self-esteem in children. For 
example, some teachers or parents use praise instead of acknowledgement and 
encouragement to appreciate performance of their children but praise can involve 
judgmental feedback which raises children’s standards perhaps to a point where they 
feel that they can seldom attain what you expect and can cause low self-esteem when 
such standards are not met by the children (Porter, 2003). For example, if a child 
performs a task in class and she is given 90% with a “very good” and the following 
day the same child performs another task and is given 40% with a “poor”. This will 
automatically affect the child’s confidence, self-concept and consequently self-
esteem.   
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2.5.5: Large class numbers 
 
Another pitfall in developing countries like Uganda is the issue of large class 
numbers.   Buczkiewicz and Carnegie (2001) make an observation about life skills 
education in Uganda and say “Life skills education requires children to participate 
actively in the lessons, which makes it hard to implement Ugandan schools with their 
huge classes and didactic styles. In using the life skills approach to make Ugandan 
primary schools learner friendly, despite the large classes, an effective teacher should 
carefully select appropriate approaches to enable learners participate and learn 
actively, acquire life skills and become healthy and successful” (Rockefeller 
Foundation, 2006). This is because the large class size issue cannot be solved 
instantly given that Uganda is a developing country where infrastructure improves 
slowly as the economy also improves.  
 
2.5.6: Some life skills content areas are sensitive 
 
Ugandan parents and other adults fear that providing even the most basic information 
about reproduction will unleash their sexual desires. In Uganda, research on sexual 
maturation and growing up in primary schools and Primary Teachers’ colleges 
revealed among other things that: 
 Teachers do not handle topics related to growing up and sexual maturation 
 Teachers are embarrassed to talk about growing up and sexual maturation 
 Some teachers are afraid to talk about HIV/AIDS  
 
(Increasing Retention through Improved Literacy and Learner Friendly Primary Schools in Uganda 
Project 2005, p2) 
 
This is a reflection of the traditional fear to talk about anything sexual in which these 
teachers have grown and been nurtured. Yet Shazia observes that yet on television, 
even in Uganda today, teens see sex used overtly to sell items like deodorant and 
chewing gum. In their neighbourhoods, especially in the cities, many are exposed to 
pornography or perhaps to a poverty-stricken neighbour who must sell sex to feed her 
children. It is also evident in Uganda today that some local daily newspapers have a 
lot of pornography in them and these newspapers are scattered everywhere in the 
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country. Shazia further observes that many of pupils’ peers may experiment sexually, 
while their teacher skips the chapter in their biology textbook on reproductive 
processes out of embarrassment or shyness.  This issue is also problematic in other 
countries such as Mexico where  among the most widespread beliefs and practices 
regarding sexuality are the following: “Talking about sexuality encourages and 
induces adolescents to initiate sexual activity; a woman who talks to her partner about 
sex may cause her partner to leave her; people will have a negative opinion of a 
woman who talks openly about sex and sexuality; talking about sexuality with one’s 
parents is disrespectful; talking about sexuality with one’s partner is acceptable only 
when the man initiates the conversation; and a woman who takes the initiative to 
communicate  about sexual relations is too interested in sexual pleasure”  Givaudan, 
et al (2007). 
 
Consequently, misunderstandings about HIV continue to prevail, and traditional mind 
sets still support socially accepted practices that influence high-risk behaviour (ibid). 
Givaudan et al cite Módena and Mendoza’s (2001), exploration of the social and 
cultural patterns related to sexual and reproductive behaviour which found that 
conformation to cultural norms regarding communication about sex means that 
communication between parents and their children, teachers and students and even 
between partners is limited.  As a result, children and adolescents are poorly informed 
on sexual education. 
 
2.6: The role of teaching methods and teachers in children’s life skills 
development 
 
Life Skills education in the formal sense is a fairly new academic discipline in the 
Eastern and Southern Africa Region (ESAR). According to UNICEF ESARO (2002) 
it is not just the content of life skills that is new to education to this region, but also 
the teaching methodologies which are participatory in nature and therefore differ from 
the methods normally used in classroom teaching.  Participatory learning is integral 
for life skills development because it means, “that which is discussed, understood, 
practiced and applied by the learner and not just what is delivered by the teacher” 
(International HIV/AIDS Alliance, 2010). It is therefore essential that LSE resources 
provide sufficient information to the teachers as well as expose them to a variety of 
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teaching-learning methodologies to enable them to comfortably impart this “new” 
subject in interesting and creative ways. (UNICEF-ESARO, 2002). Using 
participatory methodologies means child-centred teaching-learning processes which 
may include the following techniques: games, posters, role play and drama, case 
studies, brainstorming, debates, panel discussions, group discussions, story- telling, 
songs, field trips, research, interviews etc.(UNICEF-ESARO, 2002; WHO, 2003 
p.20).  
 
Role play is an informal dramatization in which people act out a suggested situation 
(WHO, 2003, p.21). This method (ibid) provides an excellent strategy for practising 
skills, experiencing how one might handle a potential situation in real life, increasing 
empathy for others and their point of view, and increasing insight into one’s own 
feelings. Literature on role play also shows that role play facilitates development of 
different life skills. Role-playing in teaching is a holistic teaching method that 
inculcates the process of critical thinking, instigates emotions and moral values, and 
informs about factual data (Bhattacharjee and Ghosh, 2013). Role playing has been 
derived from the idea that knowledge is constructed by learners in their attempt to 
understand their experiences (Driscoll in, Bhattacharjee and Ghosh, 2013). Role-
playing, like any good inquiry approach, transforms the content of education from 
theory into practice or experience.  
 
For example, a teacher in a class discussion guides the class to examine a problem or 
topic of interest with the goal of better understanding an issue or skill, and reaching 
the best solution, or developing new ideas and directions for the group (WHO, 2003, 
P.21). For example, the teacher can be interested in developing the life skill of 
empathy among the children. One problem in Ugandan schools is that children do not 
have any meals at school. The teacher can organise children to role play a situation 
when one has nothing to eat and those who have are not helping.  He or she can 
organise another situation when those who have are sharing with those who do not 
have. The teacher can then initiate a discussion on both scenarios in the class. What 
goes on in the discussion and the consequent outcome will show that role play: 
 
Provides opportunities for students to learn from one another and practise turning to 
one another in solving problems. Enables students to deepen their understanding of 
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the topic and personalise their connection to it. Helps develop skills in listening, 
assertiveness, and empathy.  
                                                                                         (WHO, 2003, P.21) 
 
Another participatory method used in life skills education is brain storming. In brain 
storming, students actively and spontaneously generate many ideas about a particular 
topic or question in a given, often brief period of time (ibid). Since brain storming 
enables children to use their imagination, the teacher’s role is to organise a brain 
storming session in such a way that it   expands children’s cognitive capabilities that 
enable them (children) to think about the question or task from different perspectives, 
as they also explore the perspectives or points of view being contributed by their 
classmates. In the process, children develop a broader range of ideas. In a study, 
Richards (in  Bradley, 2010) “found that pupil interaction was an important part of 
developing the cognitive skills involved in generating ideas, and found brainstorming 
was an effective way of achieving this. Results from this study showed that students 
who were trained in brainstorming techniques were more efficient at generating and 
organising ideas than students in a control group” (Richards, 1990 in Bradley (2010) 
p.2). In this way, brainstorming is a suitable method that facilitates the development 
of pupils” critical and creative thinking skills because it enables the pupils to give 
their own points of view as they also reflect on what other colleagues are contributing. 
Another method indicated here is debate.  
 
In a debate, the teacher presents a particular problem or issue to the class, and pupils 
must take a position on resolving the problem or issue (WHO, 2003 p.23). Teachers 
organise debate to provide opportunity to address a particular issue in-depth creatively 
and creatively (ibid, p.23). World Health Organisation further explains that health 
issues lend themselves well to exploration through debate.  Students can debate, for 
instance, whether smoking should be banned in public places in a community. 
Properly organised by the teacher, debating on such a topic enables children to 
develop a variety of life skills. First and foremost, they will critically and analytically 
generate views about the dangers of smoking which they need. Secondly the process 
of generating the views enables them (children) to become creative and critical 
thinkers. Thirdly, as they discuss to agree on who will propose or oppose, and on the 
order of the speakers, they develop negotiation skills. In this case, debate offers 
children a chance to practise higher thinking skills (Kennedy 2007 in Vargo 2012).  
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That is why Vargo (2012) says that perhaps no study equals debate in the acquirement 
of the power of logical thinking combined with clear expression. The role of the 
teacher after a debate is to create a post-debate discussion session which enables 
pupils to interact and consolidate views generated during the debate. This is a session 
of reflection, critical analysis, clarification, etc., all of which further consolidate 
pupil’s critical and creative thinking skills.  
 
Story telling involves the teacher or pupils telling or reading a story to a group (WHO, 
2003 P.23). According to Health and Family Life Education (HFLE)  
 
Pictures, comics and photos, novels, filmstrips, and slides can supplement the story. 
Pupils are encouraged to think about and discuss important (health-related) points or 
methods raised by the story after it is told. Story telling can help pupils think about 
local problems and develop critical thinking skills. Pupils can engage their creative 
skills in helping to write stories, or a group can work interactively to tell stories. 
Story telling lends itself to drawing analogies or making comparisons, helping people 
to discover healthy solutions. 
                                                                        (HFLE, 2001 in WHO, 2003 p.23) 
 
Literature on storytelling supports the association between children telling and 
hearing stories and facilitation of development of a number of life skills. First, 
Haugen (2003) explains that the human brain has many remarkable skills, but one of 
its most outstanding is its pattern recognition facility (Haugen, 2003 in WHO, 2003 
ibid). According to Haugen, filed away in memory, stories provide patterns pupils can 
use for comparison with their own experience, even when they are not consciously 
aware of noting similarities. This process generates empathy because the memory 
patterns of stories referred to here can create emotional attachment to goodness a 
desire to do the right thing, knowledge of codes of conduct that can help children to 
make sense out of life (Teaching values.com, 2009). On the other hand, the story can 
help children realise the dangers of negative behaviour.  In traditional Africa, oral 
traditions folklore involves telling stories to:  
 
guide social and human morals, giving people a sense of place and purpose. There is 
often a lesson or a value to instil, and the transmission of wisdom to children is a 
community responsibility. Parents, grandparents, and relatives take part in the 
process of passing down the knowledge of culture and history. Storytelling provides 
entertainment, develops the imagination, and teaches important lessons about 
everyday life. 
                              (World Affairs Council of Houston – Teach Africa (www.wachouston.org) p2) 
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The important lessons about everyday life reflected in this quote are the life skills. 
Story telling is therefore, in itself, part of life skills education. Today in our teaching, 
stories bring in children a sense of imagination and enables them to get information 
that makes them (children) to act (Teaching values.com, 2009). As children listen to 
these stories in the classroom, their affection is aroused because in storytelling, 
through use of articulate language, oral messages touch children’s minds and 
consequently facilitate socialisation among children and people in general depending 
on the nature of the messages  (pp. 178-179). In this case, children’s response to 
stories told during lessons and elsewhere includes sharing, affection, sympathy, 
cooperation, friendship and responsibility all of which are life skills or recipes of life 
skills development. The role of the teacher in storytelling is to integrate mind 
touching messages that can emotional enable the children to respond with behaviour 
in the context of different life skills.  
 
According to Whitebread, Marisol, Kuvalja and Verma (2012, p.3) play is sometimes 
contrasted with “work” and characterised as a type of activity which is essentially 
unimportant, trivial and lacking in any serious purpose. As such, it is seen as 
something that children do because they are immature, and as something they will 
grow out of as they become adults. In Whitebread’s explanation against this thinking, 
he argues that: 
 
Play in all its rich variety is one of the highest achievements of the human species, 
alongside language, culture and technology. Indeed, without play, none of these other 
achievements would be possible. The value of play is increasingly recognised, by 
researchers and within the policy arena, for adults as well as children, as the evidence 
mounts of its relationship with intellectual achievement and emotional well-being. 
                                                                                       (Whitebread et al, 2012, p.3) 
 
In teaching, “play can be used for teaching content, critical thinking, problem-solving, 
and decision-making and for review and reinforcement” (WHO, 2003 P.23). 
Simulations are activities structured to feel like the real experience (ibid).”Games and 
simulations promote fun, active learning and rich discussion and require the combined 
use of knowledge, attitudes, and skills” (ibid).  Furthermore, they “allow children to 
test out assumptions and abilities in a relatively safe environment” (ibid). Further 
literature on play (Anderson-McNamee and Bailey, 2010) shows that play is essential 
for a child’s development and for learning life skills. Anderson-McNamee and Bailey 
go further to explain that: 
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Play helps a child to learn social and motor skills and cognitive thinking. Children 
also gain knowledge and learn to think, remember, and solve problems through their 
play. Play gives children the opportunity to test their beliefs about the world. 
Children increase their problem-solving abilities through games and puzzles. 
Children involved in make-believe play can stimulate several types of learning. 
Children can strengthen their language skills by modeling other children and adults. 
                                                                                        (Anderson-McNamee and Bailey, 2010) 
 
 This quote shows that: 
 
Play is special for children. Not only is it fun, but it is also important for healthy 
development”. It is their “work” and their way of learning about the world.  
                                                                       (Child Action, Inc. 2007, p.1) 
 
For example, “organized sports, athletic activities, arts and crafts, along with 
opportunities for conversation with friends and caring adults, will help to build self-
confidence and encourage social growth” (p.4). The role of the teacher is to create an 
enabling environment in which children can play smoothly and cooperatively.  
 
The discussion of teaching methods above shows that the introduction of life skills-
based education approach in primary schools alongside traditional education, has a 
comparative advantage because of introduction and use of active participatory 
learning methods against the usual learners’ passive reception of knowledge (Postma, 
et al, 2004).  This is because in using the life skills education approach, the role of the 
teacher is different in that in life skills-based education children learn from the teacher 
and other fellow pupils in an interactive and participatory way (Postma, et al, 2004).  
The process of learning using participatory methods enables pupils to interact, listen, 
participate, observe, model, practice and use the skills.  This enables the learners to be 
prepared and able to use the life skills wherever they are (UNESCO, 2008).  
  
In summary, “different methods have different potential and develop different life 
skills, for example as said earlier: Group methods enhance learning how to be part of 
a group, how to get along by taking turns, sharing, team work, conflict resolution, 
tolerance, and leadership” (http/4hembiology.psu.edu/lifeskills.htm).  The teacher is 
central because “children’s academic progress depends heavily on the talent and skills 
of the teacher leading their classroom” (Joe et al, 2009, p.2).  The following section 
examines the crucial role of parents in the facilitation of their children’s life skills 
development.  
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2.7: The role of parents and other stake holders in their children’s 
life skills education 
 
It is useful to note that pupils spend more time with parents than with teachers 
Developmental psychologists have used parenting styles approaches to understand 
how parents influence children’s development of  social and instrumental competence 
right from the 1920s (Health Inc., 2011). Parenting style is defined as “a child’s 
perceptions of her/his parents or care takers” behaviours in two dimensions parental 
responsiveness and parental demands” (Amirabadi, 2011, p.1). “It is a constellation of 
parental attitudes towards the child which creates an emotional climate or shapes the 
emotional relationships between parent and child” (Darling and Steinberg, 1993 in 
Chan et al, 2007 p. 849). Generally, parenting involves many particular behaviours 
which concurrently the child’s behaviour (Baumrind 1978 cited in Alizadeh et al, 
2011). There are many parenting styles but in respect to life skills development, in 
this study I am going to discuss authoritative and authoritarian parenting style. The 
authoritative style is “pattern of nurturance and reasoning of the parents that is both 
responsive and demanding” (Amirabandi, 2011, p.1). Parental responsiveness  refers 
to “the extent to which parents intentionally foster individuality, self-regulation, and 
self-assertion by being attuned, supportive, and acquiescent to children’s special 
needs and demands” (Baumrind, 1991, p. 62). Parental demandingness (also referred 
to as behavioural control) refers to “the claims parents make on children to become 
integrated into the family whole, by their maturity demands, supervision, disciplinary 
efforts and willingness to confront the child who disobeys” (Baumrind, 1991, pp. 61-
62). Authoritative parents therefore enhance “higher social competencies in children. 
Thus, children of authoritative parents possess greater competence in early peer 
relationships, engage in low levels of drug use as adolescents, and have more 
emotional well-being as young adults” (Bornstein and Bornstein, 2007 p.2). 
Amirabandi also observed that a number of studies demonstrated that “children with 
authoritative upbringing have the positive cognitive skills, school achievement, and 
low levels of problem behaviors and good behaviors such as friendliness and 
cooperation” (p.1). On the other hand “authoritarian style is a pattern of power-
assertive behaviors of the parents which are highly demanding and directive, but not 
responsive. Authoritarian style has low responsiveness and high demanding” (ibid).  
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Comparatively, Baumrind, in 1991, reported that parents who are authoritative were 
more successful than authoritarian parents, especially in helping their adolescents to 
avoid problems associated with drugs (Baumrind, in 1991 in Alizadeh et al 2011, 
p.196).  Children and adolescents whose parents are authoritative rate themselves and 
are rated by objective measures as more socially and instrumentally competent than 
those whose parents are non-authoritative (Baumrind, 1991; Weiss and Schwarz, 
1996; Miller et al., 1993).  
 
Normally parenting goes hand in hand with attachment bonds. Normally, researchers 
attach healthy social orientation to secure attachment bond in the first few years of life 
of the child’s life. This is because attachment is the special affective relationship that 
forms between infants and their primary caretakers (Ainsworth, et al, 1972; Bowlby, 
1969). Research with humans and other primates has repeatedly demonstrated that the 
formation of a healthy attachment bond in the first years of life leads to many positive 
psychological outcomes (Bowlby, 1988) and that these outcomes are long-lasting 
(Kobak and Sceery, 1988). Successful relationships throughout a person’s life have a 
bearing on secure or safe attachment relationships. For example, Park and Waters 
(1989) report that preschool children with secure attachments had more harmonious 
interactions with peers than did children with insecure attachments. Indeed, it has 
been argued that the attachment relationship is the template for most of children’s 
later relationships (Oliner and Oliner, 1988; Sroufe and Fleeson, 1986) argue that the 
single most consistent cause of childhood antisocial behaviour is the lack of a secure 
attachment.  
 
Another issue of focus in parenting is the development of children’s self-control.  
Children, in the process of their cognitive development learn how to imagine, and in 
many ways control negative behavioural dispositions. The most marked gains in such 
cognitively-mediated self-control abilities seem to develop between approximately 
five and seven years of age (Berkowitz, 1982). This age range is of a primary one or 
two age of the Ugandan child. 
 
Parents affect the development of self-control capacities in their children, through a 
process that is consistent with scaffolding or guided self-regulation (Sroufe, 1995 and 
Bruner, 1975 cited in Berkowitz, 1982). Both of these concepts refer to how parents 
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use guidance and feedback to provide support for skills which have not been 
mastered. Peterson argues that: 
The concept of it takes a village to raise a child is never more important than in the 
context of developing character. ...character education has always been a 
responsibility shared among parents, teachers and members of the community.  
Further still ... character education teaches children how to live and work together as 
families and friends and teaches them how important it is to be contributing and 
responsible citizens of the nation and world.  
                                                                                  (Peterson, 2008, p. 01)   
 
Character education helps facilitates children’s development of different life skills. In 
relating the development of empathy in children to parenting, Hoffman (1991) thinks 
empathy is a natural tendency in children to put themselves in the shoes of others in 
problems which Hoffman calls "global empathy". This kind of empathy is supported 
and promoted by the cognitive development of the child which enables the child to 
have ability to take others’ perspectives (Damon, 1988). However, parents have a role 
in nurturing this potential may be by modelling it and allowing children to practice it. 
Parenting styles also have a big role in developing children’s self-esteem. 
Coopersmith (1967) reported that children’s self-esteem can be promoted by parents’ 
acceptance of their children, setting clearly defined limits for the child’s behaviour, 
and allowing individual expression and respecting the child’s unique personality and 
point of view. These are all characteristics of authoritative parenting. Parents can also 
use induction.  Parental use of induction leads to children’s increased understanding 
of moral standards and guilt in children (Hoffman and Saltzstein, 1967). 
 
2.8: Life skills for knowing and living with oneself  
 
2.8.1: Introduction 
 
This thesis investigated the effectiveness of life skills education in primary schools. 
As said earlier, the initial life skills education programme in Uganda divided the life 
skills into three categories namely; life skills for knowing and living with one self, life 
skills for knowing and living with others and life skills for decision-making. In this 
section, I am going to explain what knowing and living with one self refers to. I will 
then proceed and examine the specific life skills under this category that include; self-
esteem, self-awareness, and assertiveness as  the life skills that have to be developed 
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to initiate, sustain and consolidate functional knowledge of one self. Such skills are 
part of the more general category of self-management skills (UNICEF, 2001). 
Discussion of self-esteem follows in the next section. 
2.8.2: Self-esteem 
 
Self-esteem refers to “the belief that a person is accepted, connected, unique, 
powerful, and capable” (Lavoie, 2002, p.1). Young and Hoffmann (2004) explain the 
concept of self-esteem in different perspectives and say: 
Some define self-esteem as what we think and feel about ourselves. It is our self-
evaluation and our sense of self-worth. Sometimes the terms self-esteem and self-
concept are used interchangeably. Some researchers have written that self-concept 
includes the qualities, capabilities, and ways of thinking that define a person. 
Self-esteem is sometimes defined as a part of self-concept that comprises self-
evaluations. For example, a child may say, “I am a good reader” or “I am a slow 
runner.” 
                                                                           (Young and Hoffmann, 2004, p.87)  
 
 
In the context of this quote, we can take self-esteem to be the judgment that we make 
about our worth and how we feel because of this judgment. These feelings of self-
worth or worthiness emanate from a sense of acceptance by others (Leary, et al., 
1995; Baldwin and Holmes, 1987; Baumeister and Tice, 1990; Greenberg, et al., 
1986; Hogan, et al., 1985; Safram, 1990). Baldwin and Sinclair (1996, pp1130-1141) 
explain this further and say that, “successes and failures, therefore, bolster or 
undermine feelings of self-esteem precisely because they affect one’s expectations of 
being accepted or rejected by others”. Leary, et al., (1995) confirm this and assert 
that: 
 
most people would have no difficulty identifying desirable traits and behaviours (e.g., 
successes, competence, morality, physical attractiveness, and social skills) that 
generally lead a person to be accepted and included by others and corresponding 
negative traits and behaviours (failure, incompetence, immorality, unattractiveness, 
and lack of social skills) that lead a person to be rejected or avoided by others.  
                                   (Leary, et al., 1995 in Baldwin and Sinclair 1996, pp1130-1141) 
 
Self-esteem is therefore a judgment about whether our abilities and qualities meet or 
fall short of the standards we believe are ideal (Porter, 2003).  
 
In the earlier quotation of Young and Hoffmann, self-esteem is reflected as self-
evaluation which involves children judging the quality of their work, based on their 
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successes in life.  This assessment becomes a basis for successful performance in 
future. This is normally done against known and challenging quality standards. 
Rolheiser and Ross further observed that learners’ self-efficacy and increased 
motivation can be a consequence of self-evaluation (Rolheiser and Ross, 2013).  
 
Research indicates that self-evaluation plays a key role in fostering an upward cycle 
of learning. In the illustration below; self-evaluations encourage students to set higher 
goals (1) and commit more personal resources or effort (2) to them. The combination 
of goals (1) and effort (2) equals achievement (3). A student’s achievement results in 
self-judgment (4), such as a student contemplating the question, "Were my goals 
met?" The result of the self-judgment is self-reaction (5), or a student responding to 
the judgment with the question, "How do I feel about?” (Rolheiser and Ross, 2013, 
p.3ibid) 
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How Self-Evaluation Contributes To Learning 
 
                                                  (1)                                            (2) 
                                               Goals                                          effort 
 
 
                                                                          (3) 
                                                                   Achievement 
 
 
                                                                   Self-evaluation 
                                                                             (4) 
                                                                     Self-judgment 
 
 
                                                                             (5) 
                                                                      Self-reaction 
 
 
 
 
 
 
 
 
 
 
 
           (6) 
                                                                 Self-confidence 
                                               
                           Adopted from Rolheiser and Ross 2013, P.2 
 
In this illustration, goals, effort, achievement, self-judgment, and self-reaction all can 
combine to impact self-confidence (6) in a positive way. Self-evaluation is really the 
combination of the self-judgment and self-reaction components of the model, and if 
we can teach students to do this better we can contribute to an upward cycle of better 
learning (ibid). 
 
  
People normally evaluate themselves in terms of whether they have succeeded or 
failed. That is why individuals’ self-esteem can change when the way they think about 
success changes, or if their ideals and aspirations are adjusted (Mruk, 1999). That is 
why when talking about indicators of self-esteem, Pope, et al (1989) explains that 
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children’s healthy self-esteem is characterised by realistic feelings about their short 
comings and positive reflection on them. In this case, how a child evaluates himself 
will be crucial in moulding his behaviour, thoughts and aspirations. 
 
On the relationship between self-esteem and learning achievement, Reasoner (2010) 
suggests that there is general agreement that there is a close relationship between self-
esteem and academic achievement. Reasoner, however, adds that there are two 
positions in this area which are students have to develop self-esteem from doing well 
at school or children’s positive self-esteem or concept enables them to do well in 
school. Reasoner further quoted Covington (1989) who in his research on self-esteem 
and academic achievement reported that, “as the level of self-esteem increases, so do 
the achievement scores, as self-esteem decreases, achievement scores decline” 
(Convicton 1989 cited in Reasoner, 2010 p.3). He further quoted Holly (1987) who 
compiled a summary of some studies on self-esteem and children’s academic 
achievement which studies indicated that self-esteem was more likely the result of 
than the cause of academic achievement. However, Holly did acknowledge that, “a 
certain level of self-esteem is required in order for a student to achieve academic 
success and that self-esteem and achievement go hand in hand” (p.3).  Adler, et al 
(2001) and Curry and Johnston (1990) highlight the following characteristics of 
children with healthy self-esteem. Children with a healthy self-esteem: 
 Make transition easily, 
 Approach new and challenging tasks, with confidence, 
 Set goals independently, 
 Have a strong sense of self control, 
 Assert their points of view when opposed, 
 Cope with (occasional) criticism and teasing, 
 Tolerate frustration caused by mistakes, 
 Describe themselves positively, 
 Make friends easily, 
 Accept remaining largely in control of their behaviour. 
 
 
All these show that children who have low self-esteem can display a wide range of 
less adaptive behaviours because they do not believe in themselves. These children 
might constantly strive to attain adult approval by reacting unrealistically in many 
ways (Porter, 2003). However, a child’s sense of competency, worthiness, and 
belonging is formed by a combination of three elements namely, the self-image, the 
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ideal self and how he/she others see him/her (Page and Page, 1992 cited in Dyer (n.d.) 
p.194). Dyer (n.d.) observes that: 
 
The foundations of self-esteem are created early in childhood. For instance, if an 
individual’s interactions with parents and others were for the most part positive 
(mutually caring, happy, and sound relationships), the individual’s self-esteem would 
likely be high. However, if parental and other primary interactions were mainly 
negative, an individual’s self-esteem could be lacking. 
                                                          (Dyer, (n.d.), p. 194) 
 
Self-esteem in childhood has been related to mental health later in life, while a lack of 
self-esteem has been related to social dysfunctions and mental pathologies such as 
depression and anxiety (Harter, 1997). The relation is not always straightforward as 
overly high self-esteem has also been found to be dysfunctional in peer relations 
(Hartup, 1983), but the bulk of the evidence suggests that a positive sense of self is 
psychologically healthy. 
 
In conclusion, young babies get very excited when they walk for the first time; which 
shows that they have sensed and known that they are successful. Self-esteem is 
literally that self-evaluation. Children might doubt other peoples” opinion of them, 
but they will believe their own. Therefore we need to teach children how to assess 
their own actions and how to set realistic standards for themselves. Being able to do 
this will directly help their self-esteem throughout life (Porter, 2003). Porter further 
observes that self-esteem is important because it is an essential component in 
developing children’s character. Self-esteem impacts attitude, confidence, skills 
learned, decision-making and personality. In short, self-esteem is one of the key 
components that make us who we are as adults, so we should try and foster high self-
esteem in the younger generation. Let us look at self-awareness. 
 
2.8.3 Self-awareness 
 
Alongside self-esteem is self-awareness. Self-awareness refers to an individual being 
able to understand his/her weaknesses and strengths. This realization enables one to 
take actions, make choices and decisions that are consistent with one’s abilities 
(IMAU, 2003). Self-awareness is a cognitive process which is the capacity for a child 
to perceive himself or herself in relation to what that child thinks or feels others think 
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s/he is (Prigatano and Schacter cited in Fleming 2012). That is why self-awareness 
involves an interaction between a child’s thoughts and feelings (Fleming, 2012). 
Fleming further explains that self-awareness may also be called “meta cognition”, 
which refers to a person’s ability to know his or her own cognitive functions, or 
understanding what s/he knows. Meta cognitive functions therefore help a child to 
monitor and correct his or her behaviour. Self-awareness is broader because it helps 
children to have cognitive abilities, as well as understand their physical, social, and 
communicative functions (Fleming, ibid). 
 
Self-awareness development skills therefore include children knowing and believing 
in their basic worth and dignity as individuals, their character, spirituality, strengths 
and weaknesses, what they like and do not like,, and their being unique individuals 
(Maclang-Vicencio, 2010). Self-awareness is a child’s ability to see his or her actions 
as if she or he is watching herself or himself from a distance while at the same time 
working and interacting with others (Lopper, 2008). In this context (Demetrion, and 
Kazi, 2001) state the self-awareness theory as: 
When we focus attention on ourselves we evaluate and compare our current 
behaviour to our internal standards and values. We become self-conscious as 
objective evaluators of ourselves. Self-awareness develops systematically from birth 
through the life span and it is a major factor for the development of general 
inferential processes. 
                                                                            (Demetrion, and Kazi, 2001) 
 
In simple terms, self-awareness is the effort we make to know ourselves and why we 
conduct ourselves in the way we do (Charlotte, 2010). Charlotte, (2010) further 
observes that self-awareness helps us as long as we live and a child’s ability to self-
reflect is of value educationally.  
 
All these definitions of self-awareness imply the impact of self-awareness. For 
example self-awareness results in self-consciousness. Rochat (2003) explained that 
the poet Arthur Rimbaud claimed that “I is someone Else”, “suggesting that we 
conceive ourselves through the eyes of others” (p.718). Rochat explained further that:  
 
It appears indeed that by 2–3 years young children do start to have others in mind 
when they behave. The expression of embarrassment that children often begin to 
display in front of mirrors at around this age is the expression of such self-
consciousness. 
                                                                     (Rochat, 2003, p.718) 
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 “Self-consciousness or meta self-awareness” is a state when a child is able to know 
who s/he is, how others perceive of him, what place s/he has in society, and the like 
(Rochat, ibid). This is what develops and consolidates a child’s self-esteem. In this 
case, it seems to show that self-awareness is a recipe for the development of self-
esteem.  
 
2.8.4: Assertiveness 
 
Assertiveness is a way of relating with others, in which we not only retain the ability 
to respect and value our needs, drives and feelings, we also respect the needs, desires 
and feelings of others (Strutzenbergeer, 2003). It is there clear with what 
Strutzenbergeer has said that being assertive means you balance responsibility for 
your own actions and are also able to face the consequences of your actions 
realistically as you relate with others. Using assertiveness individuals achieve 
whatever they want without hurting others (Burcham, 2010). This is the opposite of 
aggressiveness which is getting what one wants by any available means (Burcham, 
2010). This clarification is important because many people confuse being aggressive 
with being assertive, when being assertive is about being clear, direct, open, honest 
and respectful (Grayson, 2010 and Ormondroyd, 2010). Being assertive therefore 
enables us to communicate openly, honestly and clearly in ways that make others 
comfortable (Ormondroyd, 2004 and Grayson, 2010). For being assertive is about one 
respecting the needs and goals of the other people. 
 
Assertiveness (Walters, 2010) goes hand in hand with a person’s confidence, good 
judgment decision-making, performance, health and overall effectiveness. 
Assertiveness enables individuals to recognize when they are being manoeuvred for 
someone else’s benefits, and how to resist such treatment effectively without 
becoming angry and aggressive (Ormondroyd, 2004). Consequently, assertiveness is a 
very important component of life skills programmes aimed at helping children to 
protect themselves. In this context Agbakwuru and Ugwueze (2012) conducted a 
study to investigate the effect of assertive training on early-adolescents improvement 
of resilience and established that: 
Assertiveness and resilience are traits that are linked together. They are inter related 
and inter connected. Being assertive makes one to be more confident and there by 
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improves ones resilience. In other hand when one is very confident he or she can with 
stand adversities from life’s tasks and therefore becoming more resilience.  
                                                                                       (Agbakwuru and Ugwueze, 
2012, p.80) 
 
In another study to investigate the effect of assertiveness training on test anxiety of 
girl students in guidance schools, it was established that:  
The students in their continual training in assertiveness could interact with their 
teachers better than before. They could have their request easily for further 
information and have no feeling of embarrassment in any cases that they did not get 
something, feel more self-confidence in themselves and extend a good relationship 
with their friends.  
                                                                                 (Niusha, Azadeh, and Safari, 2012, p.1389) 
 
According to Campbell and Fehr (1990), “those students with assertiveness skills such 
as requesting (say yes and say no) have more ability in interacting with their friends, 
teachers, and families that will result in a high self-esteem” (Niusha et al., ibid). In 
contrast, Niusha et al established that “unsuccessful students due to insufficient 
communicative experience would assess their talents and abilities negatively; the level 
of self-esteem is low in them (ibid). That is why Mohebi, Sharifirad, Shahsiah, 
Botlani, Matlabi and Rezaeian (2012) observed that “assertiveness training is a 
structural intervention which is used for social relationship improvement, anxiety 
disorder therapy, and phobias in children, teenagers and adults” (Mohebi, et al., 2012, 
p.38). Mehrabizade, Taghavi and Attari (2009) explain that “this training is a multi-
content method which includes guidance, role playing, feedback, modeling, practice 
and the review of trained behaviors” (Mehrabizade, et al., 2009 cited in Mohebi et al., 
2012, p38). This also shows how participatory learning methods are paramount in life 
skills education. 
 
2.9: Chapter conclusion 
 
It is evident that developing an effective life skills programme is a daunting task. The 
chapter examines the implications of the requirements of the Life Skills Curriculum 
for both teachers (and their teaching) and for parents in their relationships with their 
children. In this chapter, a number of potential pitfalls in the successful 
implementation of life skills education have also been identified. Nonetheless, the 
potential benefits of such programmes suggest that their implementation is 
worthwhile.  This chapter also examines the first key component of the Life Skills 
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Curriculum: Life Skills for knowing and living with oneself.  In the next chapter the 
other two key components of the curriculum, life skills for knowing and living with 
others are discussed.  
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CHAPTER THREE: LIFE SKILLS FOR KNOWING AND LIVING WITH 
OTHERS 
 
3.1 Introduction 
 
The second category of life skills in the Ugandan life skills curriculum are life skills 
for knowing and living with others.  These life skills build on those discussed in the 
previous section, as understanding oneself is seen as a necessary foundation for 
understanding others. Life skills for knowing others encompass a broad range of 
interpersonal skills such as friendship formation, empathy, negotiation, and 
communication. In the following section, the life skills of friendship formation and 
empathy are discussed.  Creative and critical thinking and problem-solving are 
discussed in the section thereafter. 
 
3.2 Friendship formation 
 
Friendships are important for children’s development. Ferrer and Fugate observe that, 
“friends are vital to school-age children's healthy development” (Ferrer and Fugate, 
2013, paragraph 1). In this case, “The ability of young people to develop healthy 
friendships with peers is critical to their emotional development and success in school 
because our relationships take on important roles-they serve to protect and help us, to 
give us comfort and joy, to sustain us in difficult times, and to validate our sense of 
worth and our concerns’” (Overton, 1997, p. 1).  
 
 
For children, the ability to join a group, is a crucial part of friendship formation. 
Overton’s (1997) sentiments on the importance of friendship for social and emotional 
development are echoed in the work of other authors.  Welty and Sharp (1991) note 
that “of all the means to ensure happiness throughout the whole life, by far the most 
important is the acquisition of friends” (p. 65). Others argue that friendships play a 
central role in children’s relationships because they are characterized by high levels of 
reciprocity, maturity, and affect and provide a context that supports numerous aspects 
of a child’s development (Bukowski, Newcomb and Hartrup, 1996; Hartup and 
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Stevenes, 1997; Rubin, Coplan, Chen, Buskirk and Wojslawowicz, 2005). Research 
shows that children who are popular, likeable, and able to solve conflicts with others 
are more likely to succeed at school, and are generally more resilient than children 
with less developed skills (Resiliency Resource centre, 2010).  
 
Making friends is therefore crucial to life adjustment. Sociologists explain that 
friendships are not only important tangible resources for dealing with life’s demands; 
they also help sustain a social identity (Duck, 1989; Hartup, 1992; Alan, 1989). In 
children, getting along with peers and establishing friendships are major 
developmental tasks of early childhood that determine how they will be in late 
childhood, adolescence and adult life (Shonkoff and Phillips, 2000). A review on 
school readiness for example, “concluded that many children who enter kindergarten 
without the necessary social and emotional skills are often disadvantaged by 
behavioural, academic, and social problems that can continue to their adult life” (The 
Child Mental Health Foundations and Agencies Net Work (FAN), 2001). 
 
Formation of friendships starts in the earliest stages of life (Howes, 1986; 1988). As 
children grow into late childhood and adolescents, they need to understand how 
mutually beneficial friendships are formed and how they are developed (IMAU, 
2003).  Characteristics defining friendships are evident even during early childhood. 
With respect to function, evidence suggests that friendships established during 
children’s early period create a valuable context of availing children important 
opportunities to learn and practice skills essential to their emerging social needs. 
Research findings show that this trend has produced consistent behaviour patterns 
(Hartup et al, 1988; Newcomb and Bagwell, 1995). Across the lifespan, children’s 
social competence is associated with friendship (Hartup and Stevens, 1997). Having 
at least one reciprocal friend is positively associated with social competence (Lindsey, 
2002; Vaughn, Azria, Krzysik, Caya, Bost and Newell 2000; Vaughn, Colvin, Azria, 
Caya, and Krzysik 2001). A longitudinal study conducted by NICHD Early Child 
Care Research Network (2006), found that positive aspects of friendships occurring 
during the early elementary years, especially the number of friends, are predicted by 
children’s social competence evident during early childhood. This suggests that early 
social competence plays an important role in friendship formation across childhood. 
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In support of this Ferrer and Fugate (2013) explain that “research has found that 
children who lack friends can suffer from emotional and mental difficulties later in 
life” (paragraph 1). Ferrer and Fugate further observe that friendships help children 
develop emotionally and morally as they interact with friends and learn many social 
skills, such as how to communicate, cooperate, and solve problems (ibid). 
Longitudinal studies have also shown that “children entering first grade have better 
school attitudes if they already have friends and are successful both in keeping old 
ones and making new ones” (Ladd, 1990 cited in Hartup and Stevens, 1999, p.2). 
 
However, research in this area also shows that friendship has been overlooked as a 
component of life skills education (Turnibull, Turnbull, Shank, and Leal, et al, 1995). 
This situation is likely to emanate from the observation of Krunc (1992) that although 
schools have different programmes to meet children’s needs, helping children form 
friendships receives relatively less attention. Friendship seems to be traditionally 
perceived to occur automatically. And this seems to make parents, caregivers and 
teachers withdraw from the responsibility of nurturing or supporting children’s 
friendship formation. This seems to be the prevailing situation in Ugandan primary 
schools. Conversely, according to Bosworth, (1995) and Noddings (1992), this may 
be changing as teachers and researchers are looking for more functional interactive 
interventions especially now through life skills education as they understand that 
“friendships foster self-esteem and a sense of well-being, socialise one another in 
coping with developmental transitions and life stress” (Hartup and Stevens, 1999, 
abstract)  
 
Children’s friendship formation or lack of it is influenced by behaviour but 
researchers have also identified other factors such as proximity and living 
arrangements (Clark and Ayers, 1988; Barber and Hupp, 1993), type of educational 
setting and emotional arrangement of the physical space at home and at school 
(Hamre-Nietupski, Herdrickson, Nietpski, and Sasso , 1993; Kemple and Hartle, 
1997) and in this context, family influence and access to support and encouragement 
and continuity (Parke and Bhavngri, 1989; Lutfitya, 1991).   
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Further to this Allan (1989) argues that children having friends and what they do with 
these friends depend on the social structure of a child’s environment (cited in 
Overton, 1997). Overton explains that:   
 
Children go to school each day and participate along chosen classmates in the 
activities designated by their respective teachers. They may or may not have after 
school activities in which they participate. Likewise, children’s home settings and 
families’ degree of social interaction within the community are largely determined by 
their parents. Thus, most, if not all, of the child’s environments are determined by 
adults, and the structure of these  environments impacts the types of peer 
relationships formed, what friends are able to do together, and the depth of their 
interactions. Careful construction of these environments, therefore, can serve as a 
basis for intervention.   
                                                       (Overton, 1997, paragraph 13) 
 
To conclude, as pointed out by Hartup and Stevens (1997) gaining insight into the 
developmental significance of friendships involves recognising the existence of 
friendships, the qualities of friends and the quality of friendship. The nature of 
friendship is influenced by the context or nature of the environment in which 
friendship is being operationalized. The primary school life skills education 
curriculum emphasises the development of relationships as an important area. For 
example, on pages 47 and 48, of the Primary Teachers’ Training Manual, the 
following description of a brain storming session organised to discuss relationships is 
described. There is an illustration of a ship on water. Learners are to be asked about 
what can make the ship sink and what can make it remain afloat. The indicators of 
friendship, i.e., faithfulness, trust and honesty, are written on the ship as what can 
keep it afloat and deceit, unfaithfulness and jealousy are written on water as what can 
make the ship sink. Children are supposed contribute through the brain storming other 
things that can keep the ship afloat and those that can make the ship sink.  
 
 
3.3 Empathy 
 
3.3.1 Introduction 
 
Empathy is a life skill that involves putting oneself in the shoes of another person.  By 
putting ourselves in the ‘mental shoes’ of another person and simulating his or her 
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experience in our own mind, we can intuitively understand what that experience 
might be like (Gordon, 1986 cited in Rameson and Lieberman, 2009, p. 94). Empathic 
people are skilled in seeing the world through that person’s eyes (Brooks, 1999).  It 
has been suggested that empathy is necessary for psychological health in children 
(Dadds, Hunter, Hawes, Frost, Vassallo, Bunn, Merz, and Masry , 2007, p.111) 
because it helps them to connect with each other emotionally (Scottsdale, 2011).  
 
“Empathy can help our children understand and accept others who may be different 
from them, which can improve their social interactions, for example, in situations of 
ethnic or cultural diversity” (Maclang-Vicencio, 2010, p.7). Empathy is the ability to 
listen and understand other’s needs and circumstances by “being sensitive to or 
identifying with another child’s situation” (ibid). In this same context, Hoffman 
(1991) considers empathy to be an affective response to another's distress, that is, 
"more appropriate to someone else's situation than to one's own" (p. 275). He 
describes it as a bystander phenomenon, such that empathy is aroused in one who is 
observing (or imagining) another's plight from the outside. In a fairly complex 
developmental model, Hoffman describes five types of empathy ranging from 
automatic involuntary reactions of infants to other infants' cries to mature, reflective 
reactions to the meaning of others' unfortunate circumstances. Empathic responding 
has been positively related to altruism (Eisenberg and Miller, 1987) and negatively 
related to antisocial behaviour (Gibbs, 1987).  Empathy facilitates the social 
relationships that are important for our development, given the extreme sociality of 
our species (Dunbar, 1998, cited in Rameson and Lieberman, 2009, ibid). 
 
It is also a mental process and can therefore refer to a child’s ability to identify 
himself or herself mentally with another person. By doing this, the child may be in a 
position to understand the feelings of others and therefore to help or advise them 
(IMAU, 2003). 
 
3.3.2 Empathy as a life skill in the context of morality 
 
Empathy has been linked to morality because it involves being tuned into the 
reactions of others while on its own it cannot lead to action. According to Kagan 
74 
 
(1984) empathy is one of the "core moral emotions." That is why Damon (1988) 
considers “empathy as one of morality's primary emotional supports” (p. 14) and 
argues that "because morality is fundamentally concerned with one's obligations to 
others, it cannot be developed solely through introspection and recognition of one's 
inner feelings... children must learn to become attuned not only to their own 
emotional reactions but also to those of others” (p. 128). In order to understand 
empathy properly, one should look at the factors that enhance moral behaviour in 
relation to the role and necessity of empathy in stimulating moral emotions like shame 
and guilt (Eisenberg, 2000 and Bierhoff, 2002, cited in Steuber, 2008). However, 
morality is not exclusively controlled by children’s empathic competencies 
(Hoffmann 1981, in Steuber, 2008). Knowledge of abstract moral principles is 
however needed in order to overcome the limits and biases of an emotional and 
empathic response to seeing others in distress (Steuber, 2008 pp. 19-20). 
 
Brooks (1999a) notes that empathic people are more likely to turn these empathic 
feelings into action. This idea is supported by Martin Hoffman who states that 
morality springs from empathy because when you feel for someone in danger, that 
feeling can drive you into the necessary action (ibid).  The affective and cognitive 
dimensions of empathy are discussed next. 
 
3.3.3 Affective and cognitive empathy 
 
According to Kilpatrick (2006) cognitive empathy is the non-emotional ability to 
understand another’s perspective and involves understanding what is happening in 
another person in order to discover the cause of the overt behaviour being exhibited 
and decide whether there is need for concern. Goldstein (1983) explains that cognitive 
empathy is children’s ability to take the role or perspective of another person 
(Goldstein, 1983, cited in Dadds, et al 2007). This is in consonance with research 
findings which state that “we come to understand and share in the experiences of 
others by commonly recruiting the same neural structures both during our own 
experience and while observing others undergoing the same experience. This is 
because people understand the thoughts and feelings of others by using their own 
mind as a model” (Rameson and Lieberman, 2009, p.94). Cognitive empathy 
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developed in children therefore enables them to react to others’ situations in a rational 
rather than emotional manner.   
 
Empathy can also be affective. In the affective sense, empathy is an emotional 
response. As an emotional response, Hoffmann (2000) explains empathy as “the 
psychological processes that make a person have feelings that are more congruent 
with another's situation than with his own situation” (Hoffman, 2000, p. 30). 
Affective empathy is enabled by lower brain functions (Serani (n.d), in Scottsdale, 
2011). What is important is that affective empathy is, according to Rameson and 
Lieberman, (2009, p.95) “the matching of affective experience between a participant 
and a target individual”. In precise terms, the affective empathy refers to how we feel 
about other’s situations other than our own (Hoffman, 1984; Eisenberg and Fabes, 
1990, in Dadds et al, 2007).  
 
Steuber (2008) critically analyses Hoffman’s definition and explains that to empathise 
does not necessarily require that the person at whom the empathy is targeted also feels 
like the one having the empathy because it is possible that you can understand and 
have empathy for a person who is not aware of his or her situation. For example, I lost 
a brother, who had a son doing university examinations at the time of the death. I 
instructed everyone to keep it secret from my nephew. Automatically, I had empathy 
for my nephew but he did not know what was going on in me or my empathic 
emotions for him. What is clear however is that “genuine empathy presupposes the 
ability to differentiate between oneself and the other. It requires that one is minimally 
aware of the fact that one is having an emotional experience due to the perception of 
the other's emotion, or more generally due to attending to his situation”  (Steuber, 
2008, p.13). For example, if a child is happy or unhappy because of what he or she 
has seen in another person then in order for that happiness or unhappiness to be 
genuinely empathic it has to be happiness or unhappiness about what makes the other 
person happy or unhappy (Sober and Wilson, 1998; Maibom, 2007). 
 
 
Empathy and sympathy: While empathy may give rise to sympathy in certain 
conditions (Hoffman, 2000), empathy and sympathy are distinct constructs.  First, 
sympathy does not necessarily require having the same feelings as the person with 
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whom one is sympathizing; just understanding that the other person is suffering might 
just be enough (Scheler, 1973; Nichols, 2004). Second, Steuber (2008) notes that 
“empathy or empathic distress might not at all lead to sympathy. We should therefore 
not confuse empathy with sympathy”. In this sense, sympathy consists of “feeling 
sorrow or concern for the distressed or needy other,” a feeling for the other out of a 
“heightened awareness of the suffering of another person as something that needs to 
be alleviated’’ (Eisenberg, 2000a; Wispe, 1986; and Wispe, 1991 in Steuber, 2008). 
While empathy, according to Eisenberg and Strayer (1990) is "an emotional response 
that stems from another's emotional state or condition and is congruent with the 
other's emotional state or situation" (Eisenberg and Strayer, 1990, p.5 cited in Cress 
and Holm p.4). 
 
Empathy and altruistic behaviour: Hoffman also views empathy as a biologically 
based disposition for altruistic behaviour (Hoffman, 1981). This is because empathy 
enables one to have selfless behaviour when feeling for those for whom action is 
required.  People who are selfless have altruistic feelings for others.  
 
Stages of empathic responses: Hoffman also distinguishes between five 
developmental stages of empathic responses ranging from the reactive new born cry, 
egocentric empathic distress, quasi-ego-centric empathic distress, to veridical distress 
and empathy for another beyond the immediate situation. He conceives of full blown 
empathy on a developmental continuum that ranges from emotional contagion (as in 
the case of a reactive new born cry) to empathy proper reached at the fourth stage. At 
the developmentally later stages, the child is able to emotionally respond to the 
distress of another in a more sophisticated manner due to an increase of cognitive 
capacities, particularly due to the increased cognitive ability to distinguish between 
self and the other by becoming aware of the fact that others have mental states that are 
independent from its own. It is therefore important that empathy is developed in 
children when they are still young so that they can utilise these skills in childhood and 
adulthood. 
 
Empathy and socialization: The ability to take the perspective of the other has long 
been considered by symbolic interactionists and cognitive developmentalists as 
fundamental to the development of the self (Figurski, 1987). Without empathy, we are 
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not able to understand what we experience and feel in the context of what others also 
feel and experience (Dharmavdya, 2010).  Empathy is thus important in 
understanding ourselves in relation to others. Feeling for others help peers to relate 
positively and support each other. Trying to accept people as they are and taking 
efforts to adjust with them defines empathy (Manali, 2011).  Research shows that with 
empathy, students show an increase in pro-social behaviours such as sharing, 
cooperation, trust and kindness, and experience a decrease in negative behaviour like 
all forms of aggression. Conversely, a lack of empathy can be a risk factor that 
compromises higher order thinking, the formation of friendships and can contribute to 
students hurting others (Bayer, 2004 cited in INGRAM, 2011). 
 
Empathy in the classroom: Kimberly Hunter in his article on ‘A Rationale for 
Empathy in the classroom’ says empathy has long been an intrinsic part of the 
education system. Hunter quotes Hinton who explains that “if schools are involved in 
intellectual development, they are inherently involved in emotional development” 
(Hinton, 2008, p. 90cited in Hunter, n.d.). Since students’ emotions impact on how 
they behave in class Hunter therefore asserts that teachers must have empathy for 
their students in order to best teach them, and must also develop this skill in their 
students. This is because McLennan observes that “expressing care for another is not 
an innate ability present more naturally in some people than others, but rather a skill 
that can be taught and nurtured through a supportive educational environment” 
(McLennan, 2008, p. 454). In the same context, Hunter further observes that when 
classrooms are well organised, children value interpersonal skills because they know 
they have a relationship with everyone around them. Children enter the classroom 
with their own unique behaviours while also being compelled by the necessity to 
associate and belong. Teachers need to take this into account as they work together 
with their students to build knowledge.  
 
It is therefore important that as teachers develop pupils’ life skills, they take and make 
use of all the available literature on empathy and develop empathy as one of the core 
life skills for living with others.     
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3.4: Life skills for decision-making 
 
3.4.1: Introduction 
 
Each day one wakes up, one must make decisions. Should one go to the garden or 
wait for more rain to sink into the soil? Should a family cook beans or green 
vegetables? These are relatively simple decisions which may not critically affect 
one’s life. However, an individual is frequently confronted with serious decisions in 
regard to relationships, future life etc. There are frequently conflicting demands each 
of which cannot be met at the same time. One must make a choice but at the same 
time one must be aware of the possible consequences of one’s choice. Thus it is 
important ‘to weigh the consequences before making a decision and have a 
framework for working through these choices and decisions’ 
                                                                        (Republic of Uganda/ UNICEF, 1997 p.10). 
 
Decision-making is “the ability to utilize all available information to weigh a 
situation, analyse the advantages and disadvantages and make an informed and 
personal choice” (IMAU, 2003). As noted in the opening quote to this section as one 
grows up, one is frequently confronted with serious demands, which require one’s 
attention and demand decision-making. These may be in regard to relationships and to 
one’s future.  
 
Effective decision-making involves listing our options before making a decision; 
choosing among several alternatives; thinking about what might happen because of 
our decision; and evaluating decisions we have made (Maclang-Vicencio, 2010). 
There is an interlinked relationship between decision-making, critical thinking, 
creative thinking and problem-solving life skills. Maclang-Vicencio (2010) explains 
that critical thinking skills and decision-making skills include information gathering 
and problem-solving skills. The individual must also be skilled at evaluating the 
future consequences of their present actions and the actions of others. They need to be 
able to determine alternative solutions and to analyse the influence of their own 
values and the values of those around them.  Decision-making therefore involves the 
ability to think critically about situations.  
 
Decision-making skills also involve a lot of thinking which is creative and innovative 
and that leads to new insights, novel approaches, fresh perspectives and whole new 
ways of understanding and conceiving of things (Facione and Facione, 2001). 
Decision-making is facilitated by creative thinking skills such as generating a range 
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possible solutions, challenging presuppositions and seeing the world in imaginative 
and different ways. Problem-solving is related to decision-making and requires many 
of the same skills (Republic of Uganda/UNICEF, 1997, P10). Children can improve 
their skills in problem-solving through practice.  
 
3.4.2 Critical thinking 
 
According to the Islamic Medical Association of Uganda: 
 
Critical thinking is the ability to think through situations adequately, weighing up the 
advantages and disadvantages so as to be able to take appropriate decisions 
concerning people or one’s environment. Today, young people are confronted by 
multiple and contradictory issues, messages, expectations and demands which 
interact with these young peoples’ own aspirations and ambitions, and constantly 
require them to make decisions. They need to be able to critically analyse the 
environment in which they live and the multiple messages that bombard them.  
                                                                     (IMAU, 2003, p.6) 
 
Critical thinking is the ability to analyse information and experiences in an objective 
manner. It involves identifying relevant information and information sources and 
evaluating information.  It also involves analysing the factors that influence 
perspectives and perceptions, such as peer and media influences and attitudes, values, 
social norms and the beliefs and factors that affect those attitudes, values and norms.   
When this analysis has been completed, critical thinking involves applying and 
analysing what has been learned (Maclang-Vicencio, 2010). 
 
Wade, (1995) further identifies characteristics of critical thinking that include asking 
questions, defining a problem, examining evidence, analysing assumptions and biases, 
avoiding emotional reasoning, avoiding over simplification, considering other 
interpretations, and tolerating ambiguity. Another characteristic of critical thinking is 
meta-cognition which is being aware of one’s thinking as one performs specific tasks 
(Jones and Ratcliff, 1993). Angelo (1995, p.6) explains that the intentional application 
of rational, higher order thinking skills, such as analysis, synthesis, problem 
recognition and problem-solving, inference, and evaluation are essential aspects of 
critical thinking and involve identifying, evaluating, and constructing arguments.   
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Critical thinking is clearly related to decision-making as it involves making reasoned 
judgments, i.e., a disciplined manner of thought that a person uses to access the 
validity of something (Beyer, 1995). Our children today need to develop and 
effectively apply critical thinking skills to their academic studies, and to the critical 
choices they will be forced to make as a result of the information explosion and other 
rapid technological changes (Rutemoblen, 1995). In fact Beyer, (1995) suggests that if 
students learn to think critically, then they can use good thinking as the guide by 
which they live their lives. According to Oliver and Utermohlem, (1995) students are 
too often, passive receptors of information but with technological advances, the 
amount of information available today is massive. Students therefore need a guide to 
weed through the information and not passively accept it. Since critical thinking 
involves a lot of questioning, it is important to teach students how to ask questions. 
“Every field stays alive only to the extent that fresh questions are generated and taken 
seriously” (Center for Critical Thinking, 1996a).  
 
 
According to Rusbult (2001) “critical thinking is not an isolated goal unrelated to 
other important goals in education. Rather, it is a seminal goal which, done well, 
simultaneously facilitates a rainbow of other ends. It is best conceived, therefore, as a 
hub around which all other educational ends cluster” (Rusbelt, 2001, paragraph1). 
Rusbult further observes that without critical thinking systematically designed into 
instruction, learning is transitory and superficial (Rusbult, 2001). 
 
3.4.3 Creative thinking 
 
Creative thinking is the ability to think of and explore the possibilities of doing a task 
or dealing with a problem in more than one way. It may involve coming up with a 
new idea and/or trying out a new and more challenging way of doing a task or 
approaching a problem (IMAU, 2003).  In some cases creativity is taken to be fun. In 
productive problem-solving, ideas are creatively generated and critically evaluated. 
Ergamreddy (2013) uses creative and innovative thinking interchangeably and define 
them as “the kind of thinking that leads to new insights, novel approaches, fresh 
perspectives, whole new ways of understanding and conceiving of things. The 
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products of creative thought include some obvious things like music, poetry, dance, 
dramatic literature, inventions and technical innovations” (Ergamreddy, 2013, p. 127). 
But Ergamreddy also list a number which they say is not obvious. These include ways 
of putting a question that expands the horizon of possible solutions, or ways of 
conceiving of relationships that challenge presumptions and lead one to see the world 
in imaginative and different ways. The International Centre for Studies in Creativity 
say that, “Creativity is an effective resource that resides in all people and within all 
organizations. And, creativity can be nurtured and enhanced through the use of 
deliberate tools, techniques and strategies”. According to Pucio (2010) creative people 
function primarily as adapters who focus on improving an existing situation. Research 
on whether the level of creativity could be enhanced found out that creativity can be 
enhanced through formal training (Torrace, 1992; Torrace and Presbury, 1984).  
 
3.4.4: Problem-solving 
 
Problem-solving refers to the ability to identify, cope with and find solutions to 
difficult or challenging situations. Problem-solving is related to decision-making and 
the two may often overlap (Chapman, 2009). It is only through practice in making 
decisions and solving problems that children and adolescents can build the skills 
necessary to make the best choices for them (IMAU, 2003). 
 
Problem-solving enables children to deal constructively with problems in their lives. 
Significant problems that are left unresolved can cause mental stress and give rise to 
accompanying physical strain among children. Problem-solving as a life skill involves 
information gathering, goal setting, needs identification, planning and organizing, risk 
assessment, analysis of the influence of one’s own values and the values of those 
around one,  evaluation of the future consequences of the actions of self and others 
and determining alternative solutions to one’s problems (Maclang-Vicencio, 2010). 
 
 A problem in life can be viewed as an opportunity (McNamara, 2010). McNamara 
outlines a seven step process of solving a problem which is; define the problem, look 
at the potential cause of the problem, identify alternative approaches to resolve the 
problem, plan the implementation of the best alternative (this is your action), monitor 
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implementation of the plan and finally verify if the problem has been resolved or not. 
This process can be employed successfully if individuals are enabled to deal 
effectively with adversity by enabling them to have access to a range of flexible 
strategies for addressing conflicts, seeking help, and dealing with unforeseen 
setbacks. When children are nurtured in problem-solving using these steps, their 
understanding and implementation of these steps through practice will eventually 
enable them to be constructive and effective problem solvers. 
 
According to Foundation for Critical Thinking, successful problem-solving requires 
critical thinking which is the intellectually disciplined process of actively 
conceptualizing, applying, analysing, synthesizing information gathered from, or 
generated by, observation, experience, and communication as a guide to belief and 
action. This is because the idea of non-violent, collaborative problem-solving in 
response to conflict is increasingly viewed as a critical skill for the health and 
effective functioning of individuals, groups, communities, organizations and society 
at large (Piscolish, 2011). 
 
3.5 Chapter conclusion 
 
In this chapter, I have explored the set of skills that act as ingredients for children’s 
socialisation and effective decision-making. Children growing up in the world of 
today are confronted by multiple and contradictory issues, messages, expectations and 
demands from parents, peers, teachers, the media, religious leaders, advertisements, 
music etc. Forming friends and being able to make the right decisions is the way 
forward for the children’s well-being and health.   
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CHAPTER FOUR: QUALITATIVE AND QUANTITATIVE 
INVESTIGATIONS 
4.1: Introduction - research design and methodology 
 
This chapter explains both the methodology and the methods applied in relation to the 
aims of this study. It is useful to begin by distinguishing between methodology and 
methods 
Generally a methodology: 
Refers to the choices we make about cases to study, methods of data gathering, forms 
of data analysis, etc., in planning and executing a research study. So our 
methodology defines how one will go about studying any phenomenon. In survey 
research, methodologies may be defined very broadly (e.g. qualitative or 
quantitative) or more narrowly (e.g. grounded theory or conversational analysis). 
Like theories, methodologies cannot be true or false, only more or less useful. 
                                                                                            (Silverman, 2005, p. 99) 
  
Within the methodologies, we have specific research techniques which are methods. 
According to Silverman, these quantitative techniques, include statistical correlations, 
as well as techniques like observation, interviewing and audio recording (Silverman, 
2005, p. 99).  
This chapter explains the research aims and the methodological approach and 
methods applied to this study. It provides details of the research design and the 
analysis and the methods including details of the sampling processes which were used 
or undertaken and the data collection and analysis procedures used and ethics.  
Discussion of research aims follows. 
4.2: Research aims 
 
The aim of this study was to explore how life skills education is being implemented in 
Ugandan primary schools.  It investigated teachers’, education officials’ and parents’ 
perceptions, competencies and attitudes towards life skills education.  The study 
further explored children’s experiences of life skills and life skills education.  It also 
identified the challenges in the development of pupils’ life skills in primary schools in 
Uganda.   
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The objectives of this research were to: 
 
 Analyse teachers’, parents’ and education officials’ perceptions of, 
competencies in and attitudes toward life skills education in primary schools. 
 Examine pupils’ knowledge and awareness of life skills in their day to day 
experiences. 
 Investigate the extent to which pupils show evidence of life skills. 
 Examine how the different methods used in primary school facilitate pupils’ 
life skills development. 
 Identify challenges in life skills education in primary schools. 
 Recommend strategies for implementing and promoting pupils’ life skills 
education in primary schools. 
 
4.3: Research methodologies 
 
4.3.1: Research paradigms within social science 
 
There are two broad research paradigms within social science namely qualitative 
research and quantitative research. The debate over these paradigms is an issue that 
has received much attention in the social sciences (Kuhn, 1962, cited in Mehmetoglu, 
2004 p. 176). Guba and Lincoln refer to a paradigm as a set of basic beliefs that 
guides the investigator (cited in Mehmetoglu, ibid). Patton (1978) also explains in 
detail and says a paradigm is:  
A world view, a general perspective, a way of breaking down the complexity of the 
real world. As such paradigms are deeply embedded in the socialization of adherents 
and practitioners; paradigms tell them what is important, legitimate and reasonable. 
Paradigms are normative, telling the practitioner what to do without the necessity of 
long existential or epistemological consideration.  
                                                                          (p. 203) 
 
Bodgan and Biklen also define a paradigm as “a loose collection of logically held 
together assumptions, concepts, or propositions that orient thinking and research” 
(Bodgan and Biklen 1982 cited in Cary, 1988). According Weaver and Olson (2006, p 
460), “paradigms are patterns of beliefs and practices that regulate inquiry within a 
discipline by providing lenses, frames and processes through which investigation is 
accomplished”.  
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Guba and Lincoln (1994, cited in Mehmetoglu, ibid) also suggest that choice of 
paradigm should be the primary concern of any researcher prior to the question of 
method. According to Sandelowski (1995, cited in Mehemetoglu, ibid) a paradigm 
precludes certain research questions and the data collection/analysis techniques for 
answering them. Mehemetoglu further explains that as noted by Hyde (2000) and 
Punch (1998), there are two main research paradigms in the social sciences (Tribe, 
2001), namely, positivist and interpretivists. These are the two domains which in the 
contemporary arena are referred to as worlds. In this context, Snow differentiates two 
domains of knowledge which he termed the “scientific” and the “literary” world 
(Snow 1964, cited in Cary, 1988, p.4). Cary then explains that “in the contemporary 
arena, the two worlds are referred to as qualitative and quantitative research 
respectively”. Cary further explains that Hatch (1985), Lincoln and Guba (1985), 
Bogdan and Biklen (1982), and Geotze and LeCompte (1984) are among those who 
argue that qualitative and quantitative research are separate paradigms in the Kuhnian 
sense, each with its own set of philosophical foundations, assumptions, characteristic 
methodologies, and goals. Cary also quotes Bogdan and Taylor (1975, cited in Cary, 
ibid) who contrast phenomenology, the foundation of qualitative research, with 
positivism, an important foundation of quantitative research and say that positivistic 
inquiry seeks facts and tries to establish causes of social phenomena whilst 
phenomenology is concerned with understanding human behaviour from the 
perspective of the individual. 
 
In relation to models, of how we look at reality, Silverman (2005, p. 97-98) relates a 
model to a paradigm and says, “Models provide an overall framework for how we 
look at reality. In short, they tell us what reality is like and the basic elements it 
contains (“ontology”) and what is the nature and status of knowledge (epistemology). 
In this sense, models roughly correspond to what are more grandly referred to as 
paradigms.”  
Thomas Kuhn (1970) explains that “the study of paradigms is what prepares the 
student for membership in the particular scientific community with which he will later 
practice (Kuhn 1970 cited in Cary, 1988 P.51). Since s/he will have learned the bases 
of their field from the same concrete models, his subsequent practice will seldom 
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evoke overt disagreement over fundamentals” (Kuhn 1970 cited in Cary, ibid). Kuhn 
clarifies this further and says that: 
 
Within the sciences there are various groups of scholars who agree among 
themselves on the nature of the universe they are examining, on legitimate questions 
and problems to study, and on legitimate techniques to seek solutions. Such a group 
is said to have a “tradition”. ... A tradition can occur either as a discipline or as a 
school within a discipline.  
                                                                                      (Kuhn, 1970 in Jacob, 1998, p.17) 
 
Let us now examine the paradigms of quantitative and qualitative research for critical 
understanding of what each paradigm is, its advantages and disadvantages.  
 
4.3.2: Quantitative research 
 
Walle (1997) points out that the ‘‘master paradigm’’ has been the quantitative or 
scientific method, which still dominates the social sciences (Walle 1997 cited in 
Mehmetoglu, 2004, p. 181). According to Mehemetoglu, quantitative research is a 
‘research strategy that is based on hypothetical deduction and statistical analysis’ 
(Mehemetegulu, 2004, p. 182). Ghauri and Grønhaug (2002) observe that “a 
quantitative study can be either of a descriptive or causal nature” (Ghauri and 
Grønhaug 2002 cited in Mehemetoglu, 2004, p. 182). Any research is characterised by 
its overall research design. Here, research design is taken to be as “the overarching 
framework providing guidelines for all research activities (e.g. data collection and 
analysis) throughout the course of a study” (Mehmetoglu, 2004, p. 182).  Punch 
(1998) aligns research designs along a continuum stretching from experimental to 
non-experimental (Punch, 1998, cited in Mehmetoglu, ibid). Such designs include 
basic experiments, quasi-experiments, repeated measures, matched pairs, longitudinal, 
cross-sectional and even sequential designs (Cozby, 2004 cited in Mehmetoglu, 
2004).  
 
According to de Vaus, quantitative survey research is sometimes portrayed as being 
sterile and unimaginative but well suited to providing certain types of factual, 
descriptive information - the hard evidence (de Vaus, 2002, p.5). On causality, 
Lincoln and Guba (1985) explain that scientific inquiry asks whether x cause y in the 
contrived setting of the laboratory (Lincoln and Guba, 1985, cited in Cary, 1988). 
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That is why, Cary refers to quantitative research as verificative research which 
“attempts to test propositions, to develop evidence that a hypothesis fits certain data, 
and to generalize beyond the study at hand” (Cary, op cit p.32).  Scientific inquiry or 
quantitative research begins with a hypothesis and through a process, seeks to verify 
that hypothesis. As these quantitative researchers attempt to verify the hypotheses, 
they also attempt to control all extraneous elements or variables to the item under 
study (Lincoln and Guba, 1985, cited in Cary, 1988). This helps to establish cause and 
effect of specifically the variables under study.  
 
4.3.3: Qualitative research 
 
The use of qualitative research methodologies has gained increased popularity over 
the last decade mainly due to a reaction to an over emphasis on quantitatively based 
methods and the special attributes of qualitative approaches and what these 
approaches may lend to a research setting (Meyer, 1981, Lofland, 1971, and 
Patton,1980, cited in Stiegelbauer, 1982).  Qualitative research has been defined 
differently by different people. Jacob suggests that attempts to arrive at one general 
definition of qualitative research which subsumes all of the extent species has resulted 
in confusion that diminishes its parity with quantitative research traditions (Jacob, 
1987, cited in Cary, 1988). Schmid described qualitative research as the study of the 
empirical world from the viewpoint of the person under study and identified two 
underlying principles namely; that behaviour is influenced by the physical, socio-
cultural, and psychological environment which is the basis for naturalistic inquiry and 
that behaviour goes beyond what is observed by the investigator (Schmid, 1981, cited 
in Krefting, 1990). That is why “subjective meanings and perceptions of the subject 
are critical in qualitative research, and it is the researcher's responsibility to access 
these” (Krefting 1990, p.214). These subjective meanings and perceptions represent 
the experiences of the subject being studied. In this context, Kirk and Miller (1986, 
cited in Krefting, 1990) suggested a working definition of qualitative research that 
reflects these two principles and defined qualitative research as "a particular tradition 
in social science that fundamentally depends on watching people in their own territory 
and interacting with them in their own language, on their own terms" (p.214).  
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Qualitative research therefore implies a “direct concern with experience as it is 
“lived” or “felt” or “undergone” (Sherman and Webb, 1988, cited in Wilson, 1998). 
“Its aim is not to understand the world but to understand it through the eyes of the 
participants whose world it is” (Wilson, 1998, p. 2). Consequently, Wilson argues that 
qualitative research must occur in a natural setting.   In this natural setting,  
 
The researcher interacts with participants to varying degrees, observing, questioning, and 
sometimes actually living as one of those to be studied. The researcher is concerned with 
“process,” with how and why things happen the way they do, with distilling the 
“meaning” of what are observed. The study begins not with hypotheses to be proved or 
disproved but with a flexible plan to explore a phenomenon. Only when all data are 
collected is inductive reasoning used to draw conclusions.  
                                                                                      (Bogdan and Biklen, 1982 in Wilson, 1998, p. 2)  
   
That is why qualitative research is a naturalistic inquiry in which the researcher is the 
instrument because the research “must rely on the researcher to develop the themes, 
questions, etc., and their answers as the inquiry progresses” (Cary, 1988, p. 27).  
 
The researchers thoroughly examine naturally occurring phenomena to isolate that 
which is important “until they find those in which nature has arranged an experiment 
without benefit of man’s intervention” (Lincoln and Guba, 1985, cited in Cary 1988 
p.28).  That is why, normally, “naturalistic inquiry prefers to conduct inquiry into 
phenomena in the settings in which they naturally occur” (Cary, 1988 p.28). In this 
context, Stiegelbauer explains that “qualitative research can most easily be described 
as common sense knowledge that underlies any phenomenon” (Stiegelbauer, 1982, P. 
3). Generally, “these approaches are much the same as individuals use to make sense 
of events that happen to us daily” (ibid). According to Stiegelbauer, “we observe, 
participate, categorize, analyze and order the profusion of stimuli around us” (ibid). 
She concluded that: 
For this research, this activity becomes a process of selection from the social 
phenomenon under consideration through which to develop understanding, hypotheses 
and conclusions.  
                                                                                       (Stiegelbauer, 1982, p.3) 
 
Lofland observes that, “social phenomenon in this case become the acts, activities, 
meanings, interactions, relationships and settings ... the forms they assume and the 
variations they display” (Lofland, 1971, cited in Stiegelbauer, 1982 p. 3). The 
researcher has the role to order this phenomenon as s/he focuses the research effort on 
the question under study (Stiegelbaeur, 1982 ibid).In this context, Wilson explains 
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that qualitative research can also be referred to as discovery research where variables 
are neither pre-chosen nor pre-defined (Wilson, 1998). Wilson further explains that 
“theorized processes are not paired down to a few measurable variables, stripped off 
their complexity, and removed from context” (Wilson, 1998 p.4). It is therefore the 
people themselves who talk about the sum total of their experiences because they are 
the ones who have gone through the situations that have caused these experiences.   
 
In terms of approaches, qualitative research is pluralistic, consisting of a variety of 
approaches, “including phenomenology, semiotics, ethnography, life history, and 
historical research” (Krefting, 1990, p.214). Since these methods are used in the 
respondents’ natural setting, they “are often regarded as providing rich data about 
peoples’ real life and situations and enable researchers to make sense of their 
(peoples’) behaviour  in order to understand it (behaviour) within its wider context” 
(de Vaus (2005, p.5). That   is why Silverman advises that, 
If you are concerned with exploring peoples’ life histories or everyday behaviour, then 
qualitative methods may be favoured. This suggests a purely pragmatic argument, 
according to which our research problem defines the most appropriate method. 
                                                                                                               (Silverman, 2005, p.6) 
  
 Evidently heeding this caution, Bogdan and Biklen (1982, cited in Wilson, 1988) 
define qualitative research mostly by listing its parts or sub-fields. They explain that 
they use qualitative research as an umbrella term to refer to several research strategies 
that share certain characteristics like participant observation, in-depth interviewing, 
and field research, naturalistic, ecological and descriptive strategies (pp.2-3). 
 
Bogdan and Biklen (1982, cited in Wilson, 1988), note that all qualitative research 
methodologies share to some degree a phenomenological orientation. According to 
Lester: 
 
The purpose of the phenomenological approach is to illuminate the specific, to identify 
phenomena through how they are perceived by the actors in a situation. In the human 
sphere this normally translates into gathering ‘deep’ information and perceptions through 
inductive, qualitative methods such as interviews, discussions and participant 
observation, and representing it from the perspective of the research participant(s). 
Phenomenology is concerned with the study of experience from the perspective of the 
individual, ‘bracketing’ taken-for-granted assumptions and usual ways of perceiving.  
                                                                                   (Lester, 1999) 
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Lester (ibid) further explains the epistemology of phenomenological approaches and 
says: 
Epistemologically, phenomenological approaches are based in a paradigm of personal 
knowledge and subjectivity, and emphasize the importance of personal perspective and 
interpretation. As such they are powerful for understanding subjective experience, 
gaining insights into people’s motivations and actions, and cutting through the clutter of 
taken-for-granted assumptions and conventional wisdom. 
                                                                                                           (Lester, 1999) 
 
Cary seems to summarise what Bogdan and Biklen and Lester are saying here by 
explaining that:  
The central feature of phenomenology as it applies to qualitative research in education is 
that meaning or knowledge or truth is relative and depends on the particular perspective 
by the individual. Phenomenological researchers do not impose external concepts on 
subjects nor do they assume that they know what subject’s experiences mean in terms of 
other than the subject’s own.  
                                                                                                  (Cary, 1988, p. 8)  
 
On reality in qualitative research, Cary explains that “phenomenologists believe that 
for human beings, multiple ways of interpreting experiences are available to each of 
us through interacting with others, and that constitutes reality” (ibid). This means that 
reality is socially constructed (Berger and Luckman, 1967 in Cary, 1988) because 
‘”objects, people, situations, and events do not possess their own meanings; rather, 
meaning is conferred on them” (Blumer, 1969, in Cary 1988, p.9). The important 
reality for the phenomenologist is therefore reality as it is described by people under 
study (Cary, 1988). It is also when all data are collected from the subjects of the study 
that inductive reasoning is then used to draw conclusions (Wilson, 1998).  Hence, 
Stiegelbauer explains that “the use of qualitative methods in the beginning allows for 
an understanding of situations and participants in situations such that descriptive 
categories allow the researcher to explore and describe events as they are becoming 
understood to allow for later quantification, formulation of variables, or the 
development of other more sharply defined categories” (Stiegelbauer, 1982, p.5). In 
this case, “the qualitative base allows for the emergence of categories from the data 
and the beginning of analytic structure in looking for interrelationships across 
categories” (Lofland 1971 in Stiegelbauer 1982, ibid). 
 
However, qualitative research is criticized for “lacking generalisability, being too 
reliant on the subjective interpretations of researchers and being incapable of 
replication by subsequent researchers” (de Vaus, 2002, p. 5). That is why McRoy 
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observes that among the most cited criticisms of qualitative research are the presumed 
lack of reliability and validity of its findings (McRoy, (n.d) Issues in Qualitative 
Research, paragraph 1). In regard to field research, Kirk and Miller (1986) explain 
that critics question the ability of qualitative research to replicate observations 
(reliability) or to obtain correct answers or correct impressions of the phenomenon 
under study (validity) (Kirk and Miller, 1986 in McRoy, (n.d.) ibid). The difficulties 
in establishing reliability and validity in qualitative research emanate from the 
subjectivity of the inquiry (Key, 1997). 
 
McRoy explains that “other criticisms concern the reactive effects of the observer's or 
the interviewer's presence on the situation being studied and selective perception or 
bias on the part of the researcher” (McRoy, (n.d) Issues in Qualitative Research, 
paragraph 1). In agreement with this, Key also asserts that it is very difficult to 
prevent or detect researcher induced bias (Key, 1997). Also of concern has been the 
researcher's inability to observe all factors that might influence the situation under 
study (McCall and Simmons, 1969; Schaffir and Stebbins, 1991 in (McRoy, (n.d) 
Issues in Qualitative Research, paragraph 1). This is because the scope of qualitative 
research is limited due to the in depth comprehensive data gathering approaches 
required (Key, 1997).   
 
There are also ethical issues. McRoy observes that: 
Due to the subjective nature of data collection, interpretation, and analysis in qualitative 
research, there appear to be more ethical dilemmas and concerns with confidentiality 
associated with this method than with quantitative research. … It is the researcher's 
ethical responsibility to maintain confidentiality, but there have been cases in which 
research data have been subpoenaed. Despite attempts to protect respondents through the 
use of pseudonyms, identities sometimes may be decoded.  
                                                                          (McRoy, n.d. Ethical issues, paragraph 1)                
Despite its potential drawbacks, the characteristics of qualitative research make 
qualitative techniques the preferred ones for this study because life skills education 
occurs within the natural settings of the home, school and community. The children 
who are also the main target of this study live in these settings from which they have 
gathered stories to tell.  The study also sought however, to quantify the use of 
teaching methods and the frequency of indicators of life skills, so quantitative 
methods in the form of a questionnaire were also used.  Let us now look at integrating 
qualitative with quantitative research. 
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4.3.4: Integrating qualitative research with quantitative research 
 
In this study, I used both qualitative and quantitative methods in order to benefit from 
the strengths of each approach. 
This was in the context of Cary’s observation and caution that: 
 
An instance that any research worth its salt should follow a purely quantitative logic 
would simply rule out the study of many interesting phenomena relating to what 
people actually do in their day-to-day lives, whether in homes, offices or other public 
and private places. 
                                                                                             (Cary, 1988, p.6) 
 
In consonance with the need for integration, both paradigms were used because it was 
“recognised that no one methodology could answer all questions and provide insights 
about all issues on pupils’ life skills development” (Rist, 1977, in Cary, 1988, p.57). I 
also took cognisance of Flick’s assertion that ‘qualitative research has, in many cases, 
been developed in the context of a critique of quantitative methods’ (Flick, 2002 cited 
in Mehmetoglu, 2004, p. 183). In view of this critique, “scholars from both paradigms 
… have also advocated for a combined approach, stressing the importance of not 
being restricted to stereotypes in their thinking about the purposes of the two 
approaches” (Miles and Huberman, 1994 cited in ibid p.183). In other words, it was 
fitting for me to make use of both approaches in the same study. Relatedly, there was 
need “to capitalise on the strengths of each of the two approaches, and to compensate 
for the weaknesses of each, and secondly, to consider the practical issues and context 
of the research” (Bryman, 1992, cited in Mehmetoglu, ibid). In this combination, 
there was no single way of using both qualitative and quantitative research since I had 
to add one approach on to another and interweave, integrate or link two approaches 
(Punch, 1998 cited in ibid).  Bryman (1992) also lists several other specific ways of 
combining qualitative and quantitative research and most important for this study 
were to: provide a more complete picture, selection of informants for qualitative 
research, combining views of both quantitative and qualitative respondents and 
improve the credibility and validity of the study (Bryman 1992 cited in Mehmetoglu, 
2004, p.183).   
 
In the context of all the above arguments supporting integration of qualitative and 
quantitative research, in this study, a mixed methods approach, combining qualitative 
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and quantitative approaches was chosen. This choice was based on the fact that the 
aim of this research was to explore children’s understanding of life skills, and the 
qualitative paradigm was appropriate because it particularly allowed for the 
exploration of participants’ experiences and perspectives on life skills education.  On 
the other hand, the study aimed at measuring behaviours that are directly observable, 
such as the use of particular teaching methodologies and so, for that reason, 
quantitative observation methods and questionnaires were also used. 
 
These integrations could enhance achievement of validity, reliability, credibility, 
applicability and acceptance of the results of the study as a result of having a balanced 
study. These terms are explained in the next section. 
4.3.5: Rigour and relevance in this study 
 
In this section the key terms credibility, applicability, reliability and validity are 
explored in the context of this study. According to Whittemore, 
Much contemporary dialogue has centered on the difficulty of establishing validity 
criteria in qualitative research. Developing validity standards in qualitative research 
is challenging because of the necessity to incorporate rigor and subjectivity as well as 
creativity into the scientific process.  
                                             (Whittemore, 2001, abstract) 
 
Some researchers have rejected the terms validity and reliability (Peck and Secker 
1999 cited in Tobin and Begley, 2004 p. 390) as pertaining to qualitative research 
because they belong to the quantitative paradigm (Altheide and Johnson 1994, 
Leninger 1994 cited in Tobin and Begley, 2004, p.390). However, caution has been 
advised regarding this denunciation because it might result in qualitative research 
being rejected as a science (Morse, 1999 cited in Tobin and Begley, 2004). This is 
because science is concerned with rigour and the moment the concepts of validity and 
reliability are rejected, then the concept of rigour is also rejected (ibid). Rigour helps 
to demonstrate   integrity and competence (Aroni et al. 1999 cited in Tobin and 
Begley, 2004). It is also argued that research may lose its worthiness of being a 
contributor to knowledge if there is no rigour (Morse et al. 2002 cited in Tobin and 
Begley, 2004). However, Tobin and Begley have another view when he suggests that 
‘qualitative researchers are not rejecting the concept of rigour, but are placing it 
within the epistemology of their work and making it more appropriate to their aims’ 
(Tobin & Begley, p.390) .  This is because; rigour is the means by which researchers 
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show integrity and competence regardless of the paradigm. Tobin and Begley further 
observe that ‘rejection of rigour undermines acceptance of qualitative research as a 
systematic process that can contribute to the advancement of knowledge’ (Tobin and 
Begley, 2004 p.388). In further support of rigour, Tobin and Begley explain that the 
attributes of rigour span all research approaches as a construction, application and 
operationalisation that require innovation, creativity and transparency in qualitative 
study (ibid). In this case, it was important to ensure rigour before I embarked on the 
study, when I was conducting the study and after the study. To ensure rigour before 
the study I used purposive sampling based on literature and the knowledge of the 
subject area. This guided me to select cases under study, rather than attempt to 
observe or collect data from all respondents, who may be affected by the phenomena 
under study (McRoy n.d. Issues in qualitative research, paragraph 2).   
 
One of the major concerns of qualitative research is to establish credibility.  In this 
respect Leininger (1985) ‘noted the importance of identifying and documenting 
recurrent features such as patterns, themes, and values in qualitative research’ (cited 
in Krefting 1990 p.217).  Krefting explains that the ‘emphasis on recurrence suggests 
the need to spend sufficient time with informants to identify reappearing patterns 
because credibility requires adequate submersion in the research setting to enable 
recurrent patterns to be identified and verified’ (p.217). Thus, an important strategy is 
prolonged engagement (Lincoln and Guba, 1985).  This, according to Krefting, 
“allows the researcher to check perspectives and allows the informants to become 
accustomed to the researcher” (Krefting, op cit, p.217). 
 
Given the above, the researcher spent prolonged time with the respondents. The head 
teachers were the respondents I first had contact with in the school. I sought for 
permission from them and as I did this, I first explained the purpose of the study to 
them. I worked with them as colleagues to help me access the teachers, the parents 
and the pupils. By the time I interviewed them, I had established rapport and they 
freely gave their views on life skills education. The process of working with the 
teacher respondents was prolonged by first having a pre-observation conference with 
the teacher, observing the teacher teach, and having a post observation conference. 
When I began interviewing the teachers, we were already familiar with each other and 
the teachers talked to me freely and openly on life skills education in which some of 
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them had participated for more than five years. By the time I gave the teachers the 
questionnaire to answer; they had sufficient exposure and knowledge to reflect on 
their experiences of working with children on life skills education and to draw on 
those reflections in answering the questionnaire. I have worked with pupils since my 
time as a primary teacher for eight years and since then I have worked as a teacher 
educator about 30 years. I have held a number of interviews with children on different 
occasions and therefore had sufficient experience in how to establish rapport with 
pupils. This made me comfortably establish the comfort and freedom of the pupils to 
talk without fear or reservation. This freedom was enriched by about ten minutes of 
casual talk with the pupils before the actual interview. As for the parents, the 
interview was both conducted in groups and individually. In both categories of 
interviews, the parents were first taken through rapport establishment as explained in 
the section on parents.  
 
District education officials had very busy offices which made it very difficult to 
conduct a credible interview in those offices. This required sufficient negotiation 
which eventually made them find alternative places other than their offices for the 
interview. Rapport was established through talking about other issues; educational 
and non-educational in the district. Then I proceeded to the interview which took 
about 30 minutes because of the tight schedule of the officers and the fact that the 
officers did not have much to say about life skills in schools either because of their 
being left out during the initial stages of life skills training or being in new districts 
which emerged after the establishment of the life skills programmes in primary 
schools. All this was intense participation which supported accessing research 
findings through intimate familiarity and discovery of the hidden fact (Kielhofner, 
1982). This extended time period was important because as rapport increased, 
informants volunteered different and often more sensitive information (Krefting 1990, 
p.217-8) 
 
Alongside issues of credibility, criticisms of qualitative research also often focus on 
the reactive effects of the observer's or the interviewer's presence on the situation 
being studied and selective perception or bias on the part of the researcher – the 
Hawthorne Effect (Hunt, (n.d.)). Aware of this, I controlled my biases because I was 
aware of them and how they would influence the interviewees’ responses (Cohen 
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2000 et al in O’Reilly 2011). I was also aware of the scientific attitude of the mind 
which involves a sweeping away of all other desires in the interests of the desire to 
know (Hunt, (n.d.), The debate, paragraph 2). In this case, I suppressed my “hopes 
and fears, loves and hates, and the whole subjective emotional life of mine, until I 
became subdued to the material, and was able to see frankly, without preconceptions, 
without biases, without any wish except to see it as it was” (Schriver (2001), cited in 
Hunt n.d. debate paragraph 2). I was therefore (Boeree, 2005) very careful not to 
listen to the interviewees through any prejudiced ideas of mine. I had to make sure I 
was not leading the interviewee in the direction I would like him or her to go (ibid).  
 
On the issue of reliability, I realized that I was able to get reliable information because 
of the quality and quantity of the interviews I had with at least 10 children in each of 
the selected schools. Further reflection on my interviews enabled me to answer the 
following questions in the affirmative: 
 
Had I succeeded in reading behind the clichés of adults and reaching what Piaget has 
called the children’s genuine answers, expressions of their situation and thoughts? 
This was possible because the children were able to reflect on what I asked them and 
arrived at answers after they had sufficiently pondered over the questions (Deverbog 
and Pramling, 1993, p.51).  The use of follow up questions also helped in checking 
the reliability of the answers given or information obtained. 
 
Another check on reliability involved how a specific child comprehended the 
situation, task, or question which was easy to do through asking the child questions 
like “What should you do?” or “What did I ask you about?”  These questions 
guaranteed some reliability because the respondents gave responses which either 
confirmed or clarified the response they had given earlier which was of great value in 
the interview analysis (ibid). 
 
Also of concern was the researcher's inability to observe all factors that might 
influence the situation under study (McCall and Simmons, 1969; Schaffir and 
Stebbins, 1991, cited in McRoy’s n.d.). I have been personally involved in observing 
lessons being taught as a qualified tutor. And as a tutor educator, I have also been 
supervising tutor trainees as they observe their primary teacher trainees teach lessons 
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in the primary school. In all these supervision activities, I used anecdotal records and 
a video camera. In the absence of the video camera during this study, I used the 
anecdotal record alongside the observation instrument as I observed teachers’ lessons. 
I later used the results of both the anecdotal record and observation instrument to 
discuss the lesson with the teacher during the post observation conference. To ensure 
validity of interviews or observations, I used the technique of “member validation”, in 
which the respondents were given a copy of the observations or interview to provide 
feedback (Schaffir and Stebbins, 1991, cited in McRoy n.d. Issues in qualitative 
research, paragraph 2). Individual bias was also addressed by using my research 
assistants and other colleagues who are researchers to read through the data, codes 
and themes. 
 
 
Language is another concern in interviews. Dana, Keslay, Thomas, and Tippins 
(1992) observe that the researcher needs to be cognizant of interviewer’s use of 
language (i.e. dialects, idioms, jargon and slangs). They advise using language that is 
understandable and comfortable for informants. This is because in order for 
informants to answer a question, they must understand it (ibid). In this study I could 
ably speak the local language of all the respondents in all the districts used. This 
helped me to establish rapport, talk fluently with the respondents, and communicate 
effectively with them in the local language which enabled us to understand each other 
as the interview proceeded. 
 
In qualitative research, the researcher interacts with the interviewees to get closer to 
their views, perceptions, opinions, and experiences in the context of what they think 
of the experiences they have and the focus of the study.  To consolidate the rigour, I 
used a digital recorder which was checked before each interview for battery level and 
audibility. The process of using the recorder has been explained when explaining the 
interview process with each category. At least two days lapsed between the interviews 
for each school in each district. This gave an opportunity for the researcher to go 
through the completed questionnaires, data from the observation instrument and 
anecdotes and to listen to the recordings on the recorder from one school and to make 
notes and address any changes before collecting data from the next school in the 
district. The same procedure was followed after collecting data from one district but 
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the lapse between district and district was at least two weeks. This gave me sufficient 
time to share findings with some of the respondents. Summaries on data from one 
district were made before going to the next district. In the intervening time between 
going from one district to the other, the researcher coordinated with his two research 
assistants and using their reflexive notes, came up with the emerging issues from the 
data before moving to the next district.  
 
Another way of handling rigour was triangulation. According to Owens (1989), 
“triangulation is a technique used to establish credibility of data gathered in 
qualitative ways” (p.1). This “notion is used somewhat metaphorically in the context 
of social research, to signify the use of two or more methods to check if they yield the 
same result” (Tiainen and Koivunen 2006, p.6).  That is, “confirming a proposition by 
two or more measurement sources” (ibid, p.6).  In this way, Tiainen and Koivunen 
further observe that “triangulated conclusions are more stable than any of the 
individual vantage points from which they were triangulated” (ibid, p.6). In this study, 
I used both data and methodological triangulation. In the case of this study, I collected 
data from: 
 School head teachers who were the managers of the schools used in the study 
and had all the information about the different programmes in their schools 
including life skills education, 
 Primary school teachers who were trained to teach life skills in the primary 
school and were teaching the classes used in the study. They had all the 
information on how they were implementing life skills and were also 
witnesses of the indicators of different life skills among the pupils in the 
schools, 
 Primary school children who were the focus of this study and their experiences  
had a story to tell on life skills education in the primary school,  
 Parents and guardians who knew their children before they went to school and 
had an insight into the impact of exposure to life skills education, 
 CCTs who were the tutors on site in pilot schools’ catchment areas and were 
the organisers and trainers of life skills in primary schools and were also the 
monitors of the life skills implementation in the primary schools, and  
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 The district education officials who were the managers of education in the 
districts used in the study. 
In-depth interviews were conducted with each of these groups to gain insight into 
their perspectives on life skills education in primary schools (ibid). During the 
analysis stage, feedback from the stakeholder groups was compared to determine 
areas of agreement as well as areas of divergence (ibid).  
 
I also used methodological triangulation which involved use of both qualitative and 
quantitative methods. These methods included; observation of primary two and 
primary five classes being taught, interviewing children, teachers, head teachers, 
parents, Coordinating Centre Tutors (CCTS) and education officials, and 
administering questionnaires to primary school teachers. The next section discusses 
research design, procedure and data collection instruments. 
4.4:  Research design, procedure and data collection instruments 
 
4.4.1: Introduction 
 
The aim of this study was to explore how life skills education is being implemented in 
Ugandan primary schools.  This aim was achieved through exploring the experiences, 
knowledge and opinions of children, educators and parents. Children had experiences 
and knowledge of how they had been coping with different situations in life while at 
home, on the way to school, at school and on the way back home. They had 
experiences from their interaction with their teachers and from participation in the 
daily lessons at school. They had experiences from their play time at school. 
Children’s accounts of how they had responded to these situations reflected the extent 
to which life skills education had influenced children’s lives. Educators in school 
(teachers and head teachers) had experiences of how the children had responded to 
life skills education. They had witnessed children participate in learning activities, 
work with their colleagues and play together. Consequently, they had opinions on 
how life skills had influenced children’s (pupils’) behaviour. Coordinating Centre 
Tutors (CCTs) were the tutors on site in Uganda and they monitored and evaluated 
teaching and learning in the primary schools. They had information from their 
monitoring and evaluation of teaching and learning in the primary schools on how life 
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skills education was thriving. Parents were directly responsible for the nurture of their 
children. They all had information concerning the behaviour of their children in 
response to their nurture at home and in response to their children’s school influences.  
 
In the case of the children, the impact of life skills education was measured by asking 
children to respond to hypothetical scenarios which required the use of life skills.  
Children were also asked their opinion on their interaction with their teacher in the 
classroom.  Teachers were interviewed and also responded to questionnaires 
regarding their opinions of the life skills curriculum and the methods they used to 
teach life skills. They were also required to indicate whether they had witnessed any 
life skills indicators as a result of the methods they had used in the teaching learning 
process. In addition, a number of lessons were observed to measure the way in which 
life skills was taught in the classroom.  Head teachers, district education officials and 
Co-ordinating Centre Tutors were asked in their interviews about the value of the life 
skills curriculum and the life skills’ orientation training provided.  Finally, parents 
were interviewed about their opinion on life skills education and the role of the school 
and the home in the development of life skills.  Further detail on the content of each 
data collection instrument was provided below, following a discussion of the ethical 
considerations in this study and the composition of the research sample. 
 
4.4.2: Ethical considerations  
 
Ethical principles were applied to the whole process of this study, i.e., both the 
qualitative and quantitative study. All data collected are subject to the Data Protection 
(Amendment) Act, 2003 - Uganda. Ethical safe guards which were used in the study 
are outlined in the following paragraphs. Generally the three principles utilized 
throughout this study were the principle of beneficence, respect, and the principle of 
justice (Polit and Beck 2006; 2009 in O’Reilly, 2011).    
 
In line with the principle of beneficence, ethical approval was sought from Mary 
Immaculate Research Ethics Committee (MIREC) and approval was obtained on 25th 
June, 2010. MIREC ensures that robust criteria are considered and applied to all 
potential research studies. 
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The principle of justice was upheld by ensuring that all the respondents were given 
the freedom to participate, withdraw when they felt they would not continue to 
participate, or not to participate at all. The study was designed in such a way that the 
teachers were asked to participate in three different data collection sessions. These 
sessions involved being observed while teaching, being interviewed and answering 
questionnaire items. At every stage, teachers were requested for consent before they 
could proceed to the next stage. For example, after being observed teaching, the 
teachers were asked to consent to being interviewed and after the interview teachers 
were again asked to consent to completing the questionnaire. In each case, all of the 
teachers participated willingly in each session. The teachers were allowed to fill the 
questionnaire during their own free time. This was done to eliminate the tension that 
would emanate from putting them under pressure on the same day they taught and 
were interviewed. Teachers felt very comfortable with this option. For the children, 
twenty to twenty five children were purposively selected depending on the number of 
children in the class. The purposive selection was used because the success of the 
interview depended on children being able to converse with the interviewee and some 
children would not effectively communicate as clarified by the teachers. All the 
children who were selected were then given both the participant information sheet and 
consent form. The participant information sheet was first read to them aloud and 
explained to them in the local language. The willingness of each child himself or 
herself to participate in the research was first sought before he or she was given the 
participant informed consent form and participant information sheet to take to his or 
her parent or guardian. Five pupils were then randomly selected from the number in 
each of the primary two and primary five classes who had returned the consent form. 
Children were only interviewed if they and their parents gave consent.  Parents were 
contacted by the school authorities since I did not know them. I had a face-to-face 
interaction with the parents at their respective schools after they had been called by 
their head teachers. In these interactions I explained the purpose of the study verbally 
since some parents had difficulty with reading.  Every parent I talked to agreed to 
participate in the study and therefore be interviewed. Some parents who were together 
accepted to be interviewed together in a focussed group discussion, others opted to be 
interviewed alone. There were a few in Manafwa district who could not be available 
for the interview at school but welcomed me to their homes for the interview.  Since I 
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felt parents were justified to opt for the location with which they felt most 
comfortable I agreed to conduct the interviews in the location of their choice. Further 
reasons for conducting the parents’ interviews in groups is discussed in the section 
below on parents’ interviews 
 
The principle of respect was upheld by ensuring that all the participants were given a 
participant information sheet (refer to Appendices 2.1 - adults & 2.2 - children) to 
read. This gave the participants an overview of the whole study in respect to what the 
project was about, who was undertaking the study, what was being undertaken, the 
benefits of the research, what was exactly involved for the participant, right to 
withdraw, how the information gathered would be used or disseminated, how 
confidentiality would be kept and contact details that included those of MIREC and 
the researcher’s. Children were respected as dignified individuals and given a special 
information sheet (refer to Appendix 2.2) which they read and which gave the details 
of how they would participate in the interview, including use of a recorder, their right 
to withdraw and how the information gathered from them would be used. After 
reading and understanding what the project was all about the participants signed an 
informed consent form (refer to Appendix 2.3 - adults and 2.4 - children). For the 
pupils, the parents or guardians were the ones who signed the informed consent form 
before the selected children were interviewed. Every adult participant returned a 
signed informed consent form before he or she was interviewed, given a questionnaire 
(teachers) or observed while teaching (teachers).  The participant information sheet 
and consent form was read aloud to participants who had difficulty reading the 
information independently. Further to this, for the participants who could not 
understand English, these forms were first translated to the local language before they 
were read loudly to the participants.  
 
For all the adults who were interviewed (CCTs, teachers, head teachers, district 
education officials and parents), they were contacted individually to arrange for the 
time and venue. For the focus group discussions with parents, convenient venues for 
the discussion were organized by head teachers and CCTs, in collaboration with the 
parents themselves. On my arrival, I would then further discuss with the respondents 
to verify and agree on the most appropriate venue for the interview. All these venues 
were located in the primary schools used in this study except for a few parents in 
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Manafwa district who were interviewed at home. During the interview, further 
briefing on the overview of the study was given. The participants were further told 
about their freedom to withdraw at will in case the respondent felt he or she wanted 
to. They were again assured of confidentiality in the use of the data collected from 
them. 
 
Further consolidation of the principle of justice was done by upholding both 
anonymity and confidentiality throughout the process of the study. All names and any 
other means of identification were removed from all processes of writing the report. 
The digital recorder, questionnaires, classroom observation records, lesson progress 
anecdotes and audio files on my computer were all kept under key and lock by the 
researcher. All the audio records were removed after coding.      
 
Co-ordinating centre tutors participated in the study as interviewees.  Given their 
knowledge of schools and districts, they also assisted the researcher in conducting 
teacher interviews.  They interviewed 8 teachers in total including 4 teachers from 
Manafwa district and another four teachers from Kampala district. This assistance was 
required in order to ensure that some teachers’ interviews could be conducted at the 
same time as children’s interviews.  Conducting these interviews simultaneously was 
necessary in order to ensure that time in schools could be maximised.   
 
To ensure that the CCTs roles as interviewee and interviewer were not conflated, the 
CCT interview process was completed before CCTs were asked to assist as 
interviewers.  On arrival at the coordinating centre, I first requested the CCT to 
participate in my study as a respondent. When a CCT accepted, I gave him or her the 
participant information sheet. After reading the participant information sheet, all the 
CCTs approached accepted to be interviewed. I then gave the CCT the informed 
consent form to sign. After signing the informed consent form, I started the interview. 
When the interview was completed, I asked the CCT if he or she would be willing to 
assist me as a research assistant. All CCTs who were asked agreed to participate in the 
study as research assistants. I then went to another centre.  
 
When I had finished interviewing the CCTs, I organised an orientation seminar to 
ensure that the CCTs were aware of the ethical context of the study.  The orientation 
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of research assistants was done independently in Manafwa district. But due to 
proximity, the orientation for research assistants in Mukono and Kampala districts 
was done together in the same training session. The orientation involved discussion of 
the structured interviews, ethical issues, need for the participant information sheet, 
need for the informed consent form, interviewer conduct, relationship with the 
interviewee, why the interviewee has a right to withdraw, what to do with the data 
when an interviewee withdraws,  and the process of interviewing the teachers. On the 
process of interviewing, the research assistants were guided on how to start the 
interview with familiar talk to the teachers as a way of establishing rapport.  They 
were also guided on how to begin the actual interview for example, how to enter the 
actual interview session. Then they were guided on how to ask the interview 
questions, probe when need arose, pause where the situation warranted, clarify when 
ambiguity cropped in, etc.  To master this process of interviewing, simulated 
interview sessions were used. In the simulated interview sessions, the research 
assistants practiced recording information by noting down in a writing pad. For 
confidentiality, they could not use the recorder. Each simulated practice session was 
discussed by the research assistant trainees.  After the discussion, a follow up practice 
session was conducted until we were all satisfied that mastery had been attained and 
that the research assistants were able to bracket their own opinions while eliciting the 
opinions of teachers. In addition to helping me interview eight teachers, most of the 
other support of these assistants was helping me and the head teachers to organise for 
the interviews of teachers and parents. Since these research assistants were more 
familiar with the geography of the school environments and even had motorcycles, 
they would help me to go to the trading centres to buy for me snacks for the 
participants. They would even help in distributing these snacks to the participants or 
respondents. They also helped me to collect the signed informed consent forms for the 
children and parents from the teachers because these forms were not brought back in 
one day by all the pupils or parents.   
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4.4.3: The research sample 
 
In the study, the researcher used purposive sampling. The use of this purposive or 
non-probability sampling was due to the fact that there were cases in the study which 
were of particular interest (De Vaus, 2002 p.90). Purposive sampling was also used 
because I wanted to increase the scope of the range of data, the likelihood that a range 
of multiple realities would be uncovered and to maximize my ability to identify 
themes in the data (Lincoln & Guba in Cary, 1988, p. 30). The selection of the three 
districts was based on ethnic, cultural and economic diversity in Uganda. These were 
Manafwa situated in a male circumcising ethnic Bamasaba of Eastern Uganda, 
Mukono an ethnically integrated district of central Uganda and Kampala the only 
urban area which is a district in Uganda. Further to these characteristics, there was 
divergence in the socioeconomic status of the parents and their education level. For 
example, parents from the Manafwa district were mostly either primary school drop 
outs or had never gone to school at all. Most of the schools in Manafwa district were 
Universal Primary Education (UPE) schools where the government pays tuition fees 
of less than a dollar per term. The district of Mukono had schools better supported 
near the headquarters, Mukono town, but these were very few. The deep rural schools 
of Mukono district used in this study shared the same characteristics like those of 
Manafwa. It is these deep rural areas which were targeted because they had mixed 
ethnic groups. Kampala was an urban district where even the UPE schools which 
were used in this study had children who had food packed for them by parents and 
could even be dropped by their parents to school in vehicles. The parents in Kampala 
also subsidise the UPE fees of their children because they are either government 
employees or are doing some business. Most of the parents in Kampala district had 
been educated to at least lower secondary level as evidenced by their ability, for the 
most part of the interview, to speak in English. The composition of the parents sample 
therefore reflected the ethnic, educational and socioeconomic diversity in Uganda. 
Giving the extreme difficulty in travelling long distances in Uganda, the four schools 
in each district were selected for easy access so that the data could be collected within 
the time and financial limits of the study. The total number of schools used in the 
study were therefore 12 (twelve). 
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Head teachers are the executive managers of primary schools.  The head teachers 
were asked to contribute in 4 ways: 
 Giving official permission for the study to take place in their schools. 
 Officially inviting or connecting the researcher to the parents for the interview 
 Participate as respondents in the study. 
 Officially allow the pupils and the teachers to participate in the study.  
 
First and foremost, the head teachers were requested for permission to use the school 
in the study. Secondly, they had the official mandate to invite or connect the 
researcher to the parents for the interviews. Thirdly, they had to allow the teachers to 
be used as respondents in the study. Finally they had the official mandate for allowing 
the pupils and teachers to participate in the study. In this respect, a letter (see 
Appendix4.0) seeking permission to use the school in the study was given to the head 
teacher on arrival at the school. Fortunately, all head teachers instantly gave 
permission allowing their schools to be used in the study. Having obtaining 
permission, I started the process of organising the research interviews in collaboration 
with the head teacher and my research assistants. The detail of how interviews for 
each category of respondents was organised is discussed in section 4.4.4.  
 
In each of the 12 primary schools, primary two and five classes were selected. Two 
teachers from primary two and primary five in each school participated in the study. 
At least two parents or guardians of primary two and five from each school were used 
in the study except in two schools where I managed to interview only one parent from 
each one of them. The head teacher from each school was interviewed. The sample 
population from the schools therefore included a total of 120 pupils including 5 pupils 
from primary two and 5 pupils from primary five in each school, 12 head teachers, 5 
Coordinating Centre Tutors (CCTs), two selected from each district save one district 
where only one CCT was selected, 22 parents, 24 teachers and 3 district education 
officials. The total number of respondents was therefore 186. 
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The details of the respondents are as indicated in Table 4.1 below: 
 
            Table 4.1: Details of respondents per category 
Category Class Female Male Total 
Pupils Primary Two 28 32 60 
 Primary Five 24 36 60 
Teachers Primary Two 10 02 12 
 Primary Five 03 09 12 
Head teachers NA 05 07 12 
District Education officials NA 00 03 03 
CCTs NA 03 02 05 
Parents NA 14 08 22                          
                                  Totals                                      87                    99                                            186
  
 
As seen from Table 4.1, the design of this study involved a sample of 186 respondents 
who all had a stake in primary education. The qualitative part of the study tended to 
focus on the individual aspects of the pupils’, parents’, teachers’, CCTs’, and head 
teachers’ experiences and tried to capture them in their entirety, within the context of 
their own experiences (Polit and Beck, 2009).  The details of the data collection 
techniques used are provided in section 4.4.4. 
 
4.4.4: Data collection procedure - interviews 
 
Data collection in this study was done using a variety of instruments which included 
interviews, focus group discussions, questionnaires, and observation. In this section, 
interviews of teachers, pupils, head teachers, Coordinating Centre Tutors and district 
education officials are be discussed.   
 
Interviews were used to obtain relevant data on the implementation of life skills 
education and its impact on pupils in the primary schools in Uganda. This was 
because, as a qualitative researcher, I was interested in the teachers’, parents’, head 
teachers’, pupils’, and CCTS’ own perspectives, thoughts, assumptions, world views, 
etc., in their own words and in their own minds (Bogdan and Biklen, 1982 p.29). 
Bogdan and Biklen term this as a concern with ‘participant perspectives’. During the 
interviews, respondents gave their personal views and opinions on the areas under 
discussion (Streubert - Speziale and Carpenter, 2007).  I used interviews knowing that 
they had both advantages and disadvantages. I made effort to use the advantages by 
seeking more in depth information from the interviewees through asking follow-up 
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questions that resulted in clarification and elaboration of questions and responses 
(Cohen et al, 2000). The main disadvantages of interviewing relate to reliability issues 
such as interviewer bias and interviewee being asked different questions. The manner 
in which these issues were addressed in this study is clearly explained in the sections 
on rigour (in section 4.3.5) and in the description of the interview process for each 
category of respondents below.  
 
In each interview, the interview followed a predetermined semi-structured interview 
guide. This was selected as the most suitable and popular method for collecting self-
report data. Informed consent was sought from the respondents, they answered the 
questions voluntarily and could withdraw at any time with their entire answers erased 
if they so wished (Barbara, 2009, P.2). The purpose of the data collection was also 
explained and a guarantee was given that the data would be used for the study 
purposes only (ibid). Each category of respondents had a separate interview guide 
based on the nature of the information sought from the category as indicated below.     
 
4.4.4.1: Interviewing children 
 
According to Kyronlampi-Kylmanen and Maatta (2010) “traditional research focusing 
on children has been in many instances carried out by collecting information from the 
children’s parents, teachers, and other adults” (p.1). Kyronlampi-Kylmanen and 
Maatta further observe that ‘information acquired from the children themselves has 
been considered of secondary importance. As the number of studies focusing on 
children has increased, it is important to consider the children themselves as research 
subjects’ (Kyronlampi-Kylmanen and Maatta, 2010, p.1).  
 
As we consider children as research subjects, Eder and Fingerson suggested using 
group interviews with children rather than one-on-one interviews (Eder and 
Fingerson, 2003 in Epstein et al, 2006 p. 2). Heeding this suggestion, I conducted all 
pupil interviews as group interviews.  Other group interviews were the focused group 
discussions conducted for some parents and the reasons for this are given in that 
section on parents’ interviews. In this study, I considered pupils’ interviews as group 
interviews because I had designed a structured interview guide for the pupils (refer to 
Appendix 3.6) and asked the questions in the structured interview guide one after 
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another as pupils answered them individually according to each pupils’ experiences. 
As a pupil would answer a question, another pupil was reminded of a similar 
experience in his or her life and responded accordingly. On the other hand, I had also 
designed a structured interview guide for parents (refer to Appendix 3.4) which I used 
on individual parent’s interviews until I realised the need for a focus group discussion 
as explained in the interview section for parents. I considered the discussions I had 
with groups of parents, focussed group discussions because; each question in the 
structured interview guide for the parents was a discussion point. The parents gave 
their views and counter views as they discussed the question before I could introduce 
another question after satisfaction that they had generated enough points on the 
question.     
 
The group interviews were very useful as the children were more at ease in groups. 
Furthermore, children’s answers were a basis or source for new questions. In the 
process of these group interviews, children became conscious of different thoughts 
and understandings and consequently come to understand one thing or another that 
they had not understood earlier (Deverbog and Pramling, 1993, p.31). As I 
interviewed, I was conscious of group mechanisms. I made sure that quiet children 
were able to participate in the conversation. There was also appropriate regulation of 
the children who tried to dominate using indirect and positive methods of control like, 
“Can we also here from Mary? Could you wait a bit for Paul to finish first or make his 
point clear? Walter, you seem to have something nice to tell us, what is it? Jane, you 
seem to have something to supplement Isaac’s point, what is it?”  Consequently, I was 
able to obtain in-depth knowledge by listening to children as they shared and 
compared their experiences, feelings and opinions (The Pennsylvania State 
University, 2007).  
 
  
 
Pupils’ pilot interviews were conducted in one school to test the feasibility of the 
interview design on collecting information from the pupils in primary two and 
primary five (Thabane et al 2010).   This was a mini version of a full-scale study that 
served to check the feasibility of the initially designed structured interview guide for 
the pupils by pre-testing it on the primary two and five pupils (NC3Rs, 2006). This 
110 
 
helped to gather information prior to the larger study in the twelve participating 
primary schools.  The pilot revealed that the pupils in primary two and five did not 
have the capacity for abstract systematic thinking because their thinking falls short of 
adult intelligence and could not easily conceptualise the abstract questions (Berk, 
2009 p.21). This prompted the researcher to organize pictorial stories for the children 
to look at and be able to respond to questions during the interview. The modified 
interview guide (refer to Appendix 3.6) that was used alongside the pictures 
demonstrated that the interview guide used together with the drawn stories could work 
(NR3Cs, 2006, Thabane et al 2010).  
 
After refining the interview guide for pupils’ interviews, I embarked on the process of 
interviewing the pupils. During the interview, I first introduced myself and then 
started a conversation. The conversation was started in a way that could make the 
pupils feel at home. One of the things I normally did was to ask the pupils to 
introduce themselves which they did. This could then be followed by some questions, 
casual talk on familiar but interesting things to the children, jokes, etc., depending on 
the sensed mood of the pupils. All these acted as ice breakers and systematically and 
naturally made children feel at home. I also briefed the pupils on the right to 
withdraw. For all pupil interviews, I had a recorder which I used. The recorder in 
most cases became a motivator of the interview as in some cases pupils requested to 
hear their voices after the interview. I had some pictures for the pupil interview which 
I normally introduced at an appropriate point in the time of the interview, i.e., at a 
time when every pupil would have settled in the session and was ready and 
comfortable enough to speak.  
 
In a free, natural school atmosphere, I started the interview. Children naturally 
responded, talked freely and even in some cases competed to give their views and 
opinions. They even had the chance to ask some questions when they wished. There 
was no limitation to divergence because there was no right or wrong answer to a 
question. In some cases the pupils could not speak English fluently or understand it 
fully. I could turn to vernacular since I could fluently speak and understand the 
vernacular or local language spoken in all the three districts of the study. In some 
cases there were long pauses during the interview when children could not 
immediately respond. I waited patiently and, where necessary, used verbal cues to 
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sustain the conversation. At the end of the interview, I asked pupils to mention what 
job they would like to do after school. I got interesting responses that reflected pupils’ 
self-awareness, self-esteem and critical thinking. As the interview progressed, the 
interviewer and interviewee had the latitude to ask and provide information which 
may not have been asked for, but yet was relevant to the study. The interview guide in 
itself allowed the pupils autonomy to reply (Bryman 2008). At the end of the 
interview pupils were given chance to listen to their conversations. Later on, I listened 
to the recorded interviews to note the information that had bearing on the emerging 
themes.  Each aspect of the pupils’ interviews is discussed in more detail in the 
remainder of this section. 
 
Deverbog and Pramling, (1993) observe that “children’s comments are not things for 
amusing adults, for without them, the adult could not know how children view their 
own world” (p.16).  According to Deverbog and Pramling, “interviews make clear 
what children think, and through interviews children are compelled to think and 
reflect” (Deverbog and Pramling, 1993, p.14).  It is what children say or the manner 
in which they express their thinking that reveals their comprehension of the world in 
which they live (ibid, p.16).  
 
It is observed that “with the help of professionals, even young children can provide 
rich verbal accounts of their own experiences and of their understanding of the world 
around them” (Garbarino, and Stott, 1992, p.170). However, “interviewing is an adult 
form of inquiry” (ibid). As far as children are concerned they, “are sensitive and 
affected by the questions adults ask them” (Wood, MacMahon and Crastoum in 
Garbarino and Stott, 1992, p.170). To substantiate this statement, Wood, et al explain 
further that “pre-school children and even school-age children are often reluctant to 
answer questions that do not appear legitimate or interesting to them – questions that 
children know the adult can answer for herself” (Wood, MacMahon, and Crastoun, 
1980, in Garbarino and Stott, 1992, p.81). Garbariano and Stott therefore, observe that 
asking questions that children know we know the answer to may deter their 
participation in a conversation. For example, a parent who took her son for an 
interview for admission to primary one in one of the primary schools in Kampala said: 
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The teacher who was interviewing first called her son by name i.e. ‘X’ come here. 
The teachers’ first interview question was, ‘What is your name?’ The boy did not 
answer until he failed the interview and went away. On the way, the mother asked 
him why he had refused to tell the teacher his name. The boy replied in the 
affirmative, “But, mummy she knew my name”.  
                                                                           A parent in Kampala 
 
Consequently, the interviewer needs to know something about the child’s experience 
so that the adult can “ask informed questions to which children can respond with more 
detailed information” (Garbarino and Stott, 1992, p. 82). The reason here is that the 
more adults know about what a child has experienced, and the more awareness 
professionals have of the typical activities of children and their patterns of thinking, 
the more effective they will be in engaging children in conversations that elicit 
information about their well-being (ibid). 
 
The knowledge of the child’s experience that Garbariano and Stott talk about above is 
very useful at the starting point of the interview because:   
The starting point of the interview should be a situation or experience which the child 
is familiar with. It is always easier for the child to reflect upon concrete situations, 
experiences, etc. than to reflect upon theoretical principles. The closer one comes to 
the children’s environment in the interview situation, the easier is to arrive at a 
suitable starting point for the interview.  
                                                          (Deverbog and Pramling p.35 in Garbarino and Stott, 1992, p.170) 
I made an effort to create this trust between the children and me during the beginning 
of the interviews by engaging children in a conversation on daily issues in the school 
and community. I organised them in a circular formation and also sat beside them in 
the circle. This is supported by Bell and Osborne when they give this guidance:  
 
The first problem is to gain the confidence of the pupil whom you wish to interview 
... gain rapport with the pupil on the way to the interview room and/or when the pupil 
first enters the room. Very casual conversation “How are you getting on today?", and 
soon all helps to put him/her at ease.  
                                                                                  (Bell and Osborne, 1981, p.3) 
 
Another effort I made during the interview was to put the pupil further at ease by 
explaining quite openly, clearly and honestly. For example, I explained that the 
interview was simply a conversation I was going to have with the children on their 
experiences at school, home, on their way home, their relationships with others, their 
play, etc.  
 
On using the tape recorder, I followed and implemented the following guidance that 
Bell and Osbone give: 
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Now, unfortunately I won't be able to remember everything that you say so I would 
like to use the tape recorder. If you say anything you are unhappy about then I will 
remove it from the tape before you leave. Nothing will be held against you! O.K.?                                                                                                                                                                                                                   
                                                                                             (Bell and Osbone, 1981, p.3) 
 
Deverbog and Pramling (1993) also support the use of a tape recorder during the 
interviewing session and observe that, “it is always good to use a tape recorder 
because it is difficult to take good notes at the same time as the interview is in 
progress” (p. 27). This is because the speaking speed of the child is always faster than 
the note taking speed of the interviewer (Deverbong and Pramling 1993). Therefore, 
information will be missed without a tape recorder (ibid). 
 
 Alongside this establishment of rapport, I also made practical arrangements. 
Deverbog and Pramling (1993) further observe that in an interview situation, it is not 
only the questions and their phrasing which influence what can be obtained from 
children. Just as important is the contact created with the child, for without the child’s 
willingness to work together with us; we cannot learn anything from him or her. They 
explain that there are some external circumstances which affect the interview 
situation, irrespective of whether it involves an interview with a single child or with a 
group. I therefore sustained children’s involvement and commitment by keeping the 
mutuality of the conversation through listening intensively to what each child would 
be saying as I nodded in approval, smiled, hummed, probed, sought clarification, etc. 
This gave the children the impression that I was really interested in each child as the 
interview progressed.  
 
The intention of interviewing pupils is to learn from them. However, “what adults 
learn from young children has as much to do with the adult’s competency, sensitivity, 
and knowledge about the child and his way of thinking and speaking as it does with 
the child’s linguistic competencies” (Garbarino and Stott, 1992, p.90 ). As Melton and 
Thompson observe, “communicative skill is an attribute of speaker-listener pairs, not 
just the speaker” (Melton and Thompson, 1987, p.14). This is because, “if 
communication between two partners is to function, things must have the same 
meaning” (Deverbog and Pramling, 1993, p.22). Cognisance was therefore taken of 
how meaning was conveyed to the children during the interview (Hymes, 1971a, 
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1971b; Riggs, 1986, in Garbarino and Stott 1992). I asked questions which were easy 
rather than difficult, neutral rather than leading, but on the other hand penetrating 
rather than superficial (ibid).  Such questions were used to get the children to talk and 
express their own ideas in their own words (Bell and Osborne, 1981, p.4). During the 
whole process of the interviews, as Garbarino and Stott (1992) advise, “there was 
assessment of the vocabulary and grammatical complexity of statements made by 
child respondents and adjusting to their questions and comments accordingly” 
(p.179). That is why in some cases, as reported in chapter five, children were allowed 
to speak or express themselves in the local language. 
 
Bell and Osborne add another skill to do with the interviewer’s tone of voice, 
expression, emphasis and intonation. They explain that these are important variables 
and should be encouraging but not suggestive of expecting any particular answer. 
Care was therefore taken to convey nothing else other than the intended messages to 
the pupils (Bell and Osborne, 1981). 
 
During the interview, there should be deep (intensive) interviewing which involves 
following up answers in an interview so that the child can reveal his or her thoughts 
(Deverbog and Pramling, 1993). This can be possible when interviewers are sensitive 
to the children’s answers and formulate follow up questions depending on what the 
child says (p.41). Effort was made during the interview to ask clarifying questions. 
These were intended to follow up on information which was not clear and needed 
clarification. However, care was taken to ensure that the penetrating follow up 
questions were not leading. For example, questions which encourage no or yes 
responses were avoided because they could just seek a confirmation of or 
disagreement to my views (Bell and Osborne, 1981. p. 6).  
 
According to Bell, “if the interviewer can both by word, emphasis, and mannerism, 
convey to the pupil that he, or she is really interested in the pupil’s view, whatever 
that view happens to be, then pupils respond and grow in confidence as the interview 
proceeds” (Bell and Osborne, P.6).  
 
Another observation is that communicative competence requires not only linguistic 
competence but also an understanding of social and cultural rules for using language. 
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For example in some cultures, like a number of them in Uganda, it would be rude for 
a child to contradict an adult (Garbarino and Stott, 1992pp.172-3). With this 
knowledge in mind, I did three things: 
I explained to the pupils that I was just going to talk to them and wanted to know what 
they like, how they learn, how they play and how they work together with others. As 
for me I did not know what they knew. 
I explained that everyone in the group had different information so whatever they 
were going to say was right because they were just telling me what they knew. 
I explained that everyone was free to say what she or he felt to say as we conversed.  
  
I did this because, as cautioned by Bell and Osborne, when they say; “do not lead the 
pupils to new conceptions because it is not the interviewer’s conceptions that we are 
trying to get into the pupil’s head but the pupil’s conception that we are trying to get 
into the interviewer’s head”(Bell and Osborne, 1981, p.5). Bell and Osborne further 
observe that “this is important because pupils are accustomed to making effort to give 
the teacher’s answer” (ibid). The pupil might seek to give the interviewer’s answer if 
the tone of the interview reflects a teacher in disguise who is giving the pupil an oral 
examination. (p.5)  
 
Practically, during the interview, I explained to the children that they have the 
answers to my questions. And the answers were not the same because they do not stay 
in the same homes or think the same way or do the same things or like the same 
things, etc. One example that I found working was this explanation: “What did you 
eat yesterday? Do I know the answer? OK, now to any of my questions, you tell me 
what you know and whatever you tell me is not wrong. Today, whatever you say is 
right”. I reminded children whenever I entered a new area of focus. For example, on 
what future jobs the children would like, I started by explaining, “People do different 
jobs to get money. Each person has thoughts about a future job and why she or he 
likes that job. What job would you like to do in future and why do you like that job?” 
 
In some cases, a useful technique I used when the pupil gave me an unanticipated 
answer was to repeat the pupil’s answer back to him or her as if mulling it over. This 
had a dual purpose.  It checked that the pupil’s response be recorded on the tape, and 
it allowed both the pupil and I time to think about the answer (Bell and Osborne 1981, 
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p.7). Pupils were therefore given appropriate and sufficient time to formulate 
responses. 
 
During interview sessions, there was also need to explore doubt and hesitation. 
Normally this happened because in some cases pupils lapsed back into thinking that I 
was looking for the right answer. I therefore repeated the question and re-emphasized 
the pupil’s meaning. For example statements like,  “Jane, I just wanted to know why 
you need to have friends while at school and at home. What is good with having 
friends or a friend?”  Such probes helped me to clarify the questions which would 
seem to have been misunderstood. 
 
In some cases there was a need to remember and reflect on pupils’ earlier responses 
so that contradictions with respect to an earlier part of the interview could be picked 
up and clarified. For example, “when you looked at this picture, you said you love to 
play with friends. But, now looking at this picture seems to have made you say you do 
not like to play, what is here that makes you think playing is bad? What is in this 
picture that has made you say playing is bad? How can you avoid situations like what 
you see happening in this picture?”   
 
At the end of the interview, pupils were given the chance to listen to the recorded 
conversation which they appreciated. During the interview, I also used pictures 
explained in the next paragraph.  
 
The use of pictures was decided after the pilot of the first pupils’ interview guide. 
Epstein and colleagues observe that ‘until recently, most researchers and clinicians 
have used proxy reports to obtain information about children’ (Epstein, Stevens, 
McKeever and Baruchel, 2006 p.2). Consequently, “children have been excluded 
from research and from many aspects of decision-making because they are considered 
less experienced, less rational, more dependent, and less competent than adults” 
(Bluebond-Langner, 1978; Christensen, 1997; Franklin, 1995 in Epstein et al 2006, 
ibid). In contrast, today, there is a shift to looking at children as persons who can 
contribute actively (James, Jenks, & Prout, 1998; Mayall, 2000). This shift has 
emanated from using photographs or pictures in interviews. According to Clark, the 
problem has been use of “verbal interviews which rely on linguistic communication, 
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and for very young children, verbal language limits the issues and questions that the 
researcher can explore” (Clark 1999 cited in Epstein, Stevens, McKeever and 
Baruchel, 2006 p.2). Clark also argued that in their everyday life, children seldom 
take part in sharing information in question-and-answer sessions; thus, the question-
and-answer interview is outside their sociolinguistic repertoire (ibid). Epstein et al 
(2006) give examples of some researchers who have called for placing interviews 
with children into their everyday or larger activities, such as ‘show and tell’ activities 
(Tammivaara and Enright 1986) or puppet show (Beardslee, 1996; Eder).  
 
In keeping with above discussion, I found during the pilot study that children needed 
something concrete to support their comprehension or thoughts about what they 
would be explaining. I therefore had to develop and use pictures to help reveal their 
comprehension or thoughts about certain situations and experiences.  
With the use of the pictures, the children could describe the content of the scenes 
shown. Then starting from their answers, other questions could be formulated 
(Deverbog and Pramling, 1993 p35).  
 
The pictures gave focus to the interviews and kept the children’s attention. Pictures 
were also helpful in building relationships with children. However, a problem 
experienced in using pictures was in some cases loss in eye contact (Fabian, 1996, pp. 
5-8). An effort was made to remind the children to focus on the picture being 
discussed by asking question like ‘now, what is happening here? Have you seen what 
these two children are doing?  
 
4.4.4.2: Teachers’ interviews 
 
A total of 24 teachers of primary two and five were interviewed.  Since teachers had 
already been teaching life skills in the primary school, they had information on how 
life skills in primary schools were progressing. The interview guide used for teachers 
is presented in Appendix 3.5. For teachers’ interviews, I also used research assistants 
who helped me to collect the data. These researchers were CCTs and their role has 
been discussed in the section on ethics. 
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I conducted 16 teachers’ interviews myself. The research assistants conducted 8 
teachers’ interviews, 4 in the Manafwa district and 4 in the Kampala. Research 
assistants helped me to conduct interviews when I would be busy with pupils’ 
interviews. They interviewed primary two teachers who normally went home after 
lunch, because their lesson ended at lunch time. After the CCTs had conducted the 
interviews, we sat together and reflected on the interview records. Later, I reflected 
further on their records alone to ensure that the whole interview was conducted within 
the context of the research assistants’ orientation seminar conducted earlier.  After 
coding and developing the initial themes, I gave the research assistants a chance to 
look at the codes and initial themes before I could proceed to further data analysis. In 
all cases, that is whether it was me interviewing or my assistant, the teacher to be 
interviewed was requested to organize a more suitable place for the interview. This 
was done to set the interviewee at ease. She or he was asked to choose a comfortable 
place for the interview, which was open but free from interruption. She or he could 
then call me or the research assistant when ready to be interviewed.  
 
I began with establishing rapport by introducing myself, the study and its aims, and 
any other confidence building conversation as the situation may have warranted. For 
example, I checked with the interviewee if it was fine to use a recorder. Each of the 
16 teachers interviewed by me agreed to the recording.  The CCTs did not audio 
record their interviews. An effort was made in all interviews to ensure that the 
teachers were free to express themselves and give views on life skills education in 
their schools. The freedom was consolidated by prior rapport established, and 
assurance of the teachers that the information that was gathered was purely for the 
project and was not in any way official. It was lack of official implications that 
enabled the teachers to freely and honestly talk about how life skills education was 
being implemented by them. In some cases some interviewees requested to listen to 
the recorded conversation and we did listen to the conversation together.  
 
4.4.4.3: Parents’ interviews 
 
In this interview, an interview guide was used (refer to Appendix 3.4).  Initially, the 
researcher initiated a process of individual interviews with parents. However, it 
became evident that there was a need to interview the parents in groups as the cross-
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checking and corroboration which group discussions would provide would strengthen 
the data with group processes helping parents to explore and clarify their views in 
ways that would be less easily accessible in a one to one interview (Kitzinger, 1995, 
cited in Sagoe, 2012 p.2). This is because when group dynamics work well, the 
participants work alongside the researcher, taking the research in new and often 
unexpected directions. In this case focus groups with parents helped me to tap into the 
many different forms of communication that parents use in their day-to-day 
interaction, including jokes, anecdotes, teasing, and arguing (ibid). In this way, focus 
groups had the potential to generate data that may not have surfaced in individual 
interviews (p.3). Hughes and DuMont (1993 in Sagoe, 2012 p.1) define focus groups 
as “in-depth group interviews employing relatively homogenous groups to provide 
information around topics specified by the researchers”. Similarly, Powell and Single 
(1996) define a focus group as “a group of individuals selected and assembled by 
researchers to discuss and comment on, from personal experience, the topic that is the 
subject of the research” (Powell and Single cited in Sagoe, 2012, p.1). According to 
Kitzinger the idea behind focus group methodology is that “group processes can help 
people to explore and clarify their views in ways that would be less easily accessible 
in a one to one interview” (1995 cited in Sagoe, 2012 p.2). This was necessary 
because in this study, respondents had divergent views on life skills that emanated 
from their divergent experiences in divergent settings. In this case, focus groups with 
parents helped to explore parents’ knowledge and experiences which could be used to 
examine not only what parents thought but how they thought and why they thought 
that way about life skills education (Kitzinger, 1995, cited in Sagoe, 2012 p.1).   
 
As explained here, parents were either interviewed individually or in groups by me. 
Fourteen individual parent interviews were conducted in the districts of Manafwa and 
Mukono. Conducting group interviews in these districts was difficult because of the 
sparseness of the homes and schools. Of the 16 parents approached from the eight 
schools in the two districts, 14 consented to be interviewed.   
 
Eight parents from the Kampala district participated in group interviews and were 
from schools that are physically very close together. I conducted two interviews 
combining four parents from two schools each time. However, in either case, the 
questions remained the same and were asked in the same order. Each question served 
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as a discussion point. In some cases, parents’ interviews were conducted in both 
English, vernacular or local language. There were instances when the interview was 
exclusively conducted in vernacular or local language, especially in the rural districts 
of Manafwa and Mukono. This was done to enable parents to express themselves 
freely. The free and open ended discussions enabled the parents to give any 
information they had on the life skills of their children and how this impacted on the 
type of child they feel they should have after school. I made sure that the parents were 
comfortable by giving them freedom to choose the time and venue for the interview. 
This enabled them to be interviewed at times when they were did not have other 
pressing commitments. 
 
 On the day of the interview, I went to the school and the CCT or school head teacher 
gave me the parents’ signed consent forms. The CCT or Head Teacher introduced me 
to the parents and vice versa. We then agreed and organised the interview venue and 
then proceeded with the interviews. A few interviews in the rural primary schools 
were organised in the homes of the parents. This gave me chance, alongside the 
interview, to get the feel of the homes where the children came from. 
 
I had to ensure the comfort of the parents by welcoming them, explaining the purpose 
and significance of the interview, involving them in casual talk about their school and 
area and organising for them refreshment in form of a soda and a snack. I also 
informed them that each one of them was free to leave when he or she wished. I also 
told them that during the interview, there was no right and wrong answer. The parents 
therefore knew that their responses were derived from their experiences and the views 
they held about these experiences in regard to their children’s life skills’ development.   
 
4.4.4.4: Coordinating Centre Tutors (CCTs) interviews 
 
The Coordinating Centre Tutors (CCTs) served as both research assistants and 
respondents in the study. As said earlier, without any knowledge of whether they 
would be research assistants, the CCTs first participated in the study as respondents. 
The interview process started with requesting for the acceptance and availability of 
the CCT for the interview on the same day I visited the centre. Luckily, each CCT 
accepted to be interviewed on the same day. After accepting, I requested the CCT to 
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arrange the most convenient place for him or her for the interview.  At the place of the 
interview, I started with establishing rapport by first having a casual talk with the 
CCT on some matters of the centre and education in the district or area. For example, 
when she or he was posted to that centre, how she or he found the centre, how the 
centre was progressing then, how she or he enjoys CCT work, etc. Sometimes I would 
comment on something had happened in the area, district or nation. In some cases, 
when I saw it fitting, I would crack a joke, etc. I would then progress to talking about 
confidentiality, the right to withdraw and use of a recording device during the 
interview. What I emphasised here is that all the information was purposely for the 
study and between the interviewee and me. I had to emphasise this because many 
people go to CCTs to get information for writing performance reports. Consequently, 
CCTs are cautious in disclosing information.  
 
With this assurance, I started interviewing the CCTs (see Appendix 3.2 for the 
interview guide). The interviews with the CCTs took a minimum of one and a half 
hours and a maximum of two hours. This was longer than initially thought. In the 
process of the interview care could be taken to clarify any ambiguities that emerged. 
The long-time taken was because I paused to allow sufficient reflection, to probe 
when necessary, to clarify when need arose and to encourage when I realised that 
there was need to do so. At the end I thanked the CCT and requested permission to 
contact them again if I needed further information.  Finally, as said earlier, I requested 
them to help me as research assistants. Those who accepted were oriented as 
explained above on a day after the CCTs’ interviews were accomplished in the whole 
district. 
 
4.4.4.5: Primary school head teachers’ interviews 
 
The head teachers’ interview was done last in each school because I wanted to first 
get information from the other respondents from the school before I could finally 
interview the head teacher as a summary of the interview in the school.  
 
All the head teachers of the participating schools accepted and participated in the 
study as interviewees (see interview guide in Appendix 3.3). On the day of the 
interview, the head teacher was interviewed in a preferred place of his convenience. 
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All the head teachers preferred to be interviewed in their offices. I began the head 
teachers’ interview with establishing rapport. I talked casually with the head teacher 
about the situation of the school, e.g., performance, parental support and involvement, 
progress of UPE, etc. These are the issues of common talk in Ugandan primary 
schools. I would then proceed to ask how long the head teacher had been at the 
school. I would then proceed to assuring the head teacher on confidentiality. The 
intention of the study, and right to withdraw were also explained to the head teacher. I 
proceeded to the interview. The head teachers’ interview took about 45 to 50 minutes. 
 
4.4.4.6: District Education Officials’ interviews 
The three district education officials used in this study were interviewed from their 
district headquarters. When I reached their offices at the district, I gave them the 
information sheet to read and understand what the project was all about. Then, I gave 
them the participant informed consent form which they signed.  Each of them agreed 
to participate in the study.  
 
Establishment of rapport was also used in district education officials’ interviews as in 
the other interviews. I began by talking generally about educational matters in the 
district and then narrowed the discussion to the different interventions in the district 
and consequently started asking the questions in the district education officials 
interview guide (refer to Appendix 3.1).  The length of time taken for district 
education officials’ interviews ranged from 30 to 35 minutes. This was due to their 
busy schedules but mainly because they seemed to have limited knowledge in life 
skills education. 
 4.4.5: Data collection procedure - Observation of lessons in primary two 
and five 
 
An observation instrument was designed and was used to observe lessons in primary 
five and two classes. ‘Classroom observations can capture the naturally occurring 
events of an educational intervention’ (Chesterfield, (n.d.) p.1). It (classroom 
observation) ‘is a method of directly observing teaching practice as it unfolds in real 
time, with the observer or analyst taking notes and/or coding instructional behaviours 
in the classroom or from videoed lessons’ (Hora and Ferrare, 2013 p.1). Hora and 
Ferrare further explain that two applications of classroom observations are the most 
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common: to support professional development, and to assess and/or evaluate teaching 
quality. Teacher observation guides guide the observer in determining what strategies 
have been used by the teacher as well as the extent to which the strategies used by the 
teacher are effective (American Institutes for Research, 2014). 
 
Hora and Ferrare (2013, pp.3-4) provide seven questions to serve as a guide in designing 
observation instruments. These questions include covering areas on quality of teaching, 
level of granularity, focus (teacher or student or both), subject matter, degree of inference, 
structure and integration with other data sources.   On the basis of the above, the 
observation instrument was made drawing further on the guidance from Joe, Tocci, 
Holtzman and Williams (2013 p.6) who give guidelines for developing the 
observation instrument as below:  
 Define and document the dimensions of teaching practice and level of content-
specificity the instrument should capture. 
 Consider how the observation data will be used.  
 Once the dimensions are defined, determine the scoring scale and criteria. 
 Gather feedback from subject-matter (For this study it was life skills education 
content and the content of methodology used in the two classes). 
 Try applying the instrument and its rubrics to classroom observation to 
determine what is working, what is not working, and what modifications have 
to be made. In this respect a pilot use of the instrument was done and it was 
found to be working with very minor modifications. 
                                                          (Joe, Tocci, Holtzman and Williams, 2013, p.6) 
Based on the above literature, the instrument was designed to capture the quality of 
teaching and learning in the context of life skills education. In terms of granularity, 
the observation instrument was designed to capture the dynamics of the entire lesson 
that included teacher behaviour and learner behaviour. The instrument went further to 
seek for information on how the teacher interacted with the pupils and vice versa and 
pupil to pupil interaction. In this case the instrument was also designed to establish 
the relationship distance between the teacher and the pupils. The instrument was 
designed in such a way that different situations in the lesson procedure would be 
captured to reflect this. I also noted that:  
Most observational instruments are forms that help a researcher to collect systematic 
observational information about research questions. Whatever the purpose of the 
form, it should contain certain basic information, including the name of the school 
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and identification of the classroom and the teacher. … The context of the observation 
(e.g., language class, math class, recess) should also be recorded on the form, as well 
as the time that the observation took place. …it is always a good idea to leave space 
on the form to add codes or additional notes and comments. 
                                                                             (Chesterfield (n.d.) p.12) 
 
In this respect, I made sure that the design of the instrument included class, number of 
pupils (disaggregated), the subject, competencies to be developed, methods and life 
skills to be developed. 
 
The design also took cognisance of the lesson procedure and included seeking for 
information on how the methods would be used, classroom tasks, and nature of 
content, classroom routines, and evaluation activities during the lesson. The 
information in these areas was to show how children’s life skills development was 
being facilitated. The design also included seeking any evidence of life skills among 
the pupils. Finally the instrument had 19 sections (see Appendix 3.8). In all these 
sections, an effort was made to ensure that the sections had a potential to guide the 
observer, in all observations to consistently identify the strategies that facilitated 
development of certain life skills and the classroom or lesson progress behavioural 
indicators of the life skills in question (Chesterfield, (n.d.) p. 9).  
 
The instruments and all the rubrics to classroom observation in the instrument were 
piloted. The instrument was found fitting with only two amendments substituting 
competencies for objectives and instructional aides for instructional materials.  The 
next section describes how the observation instrument was used. 
 
4.4.5.1: Process of using the observation instrument  
 
Pre- observation phase: Prior to the observation, I gave the teachers the opportunity to 
explain their lessons to me (Wilkerson, 1986, The pre-observation conference). I had 
sufficient time for discussion with the teacher to ask questions to clarify any 
confusing points in the lesson plan. This was done because the teachers needed to 
have the opportunity to reflect on the design of their lessons that incorporate life skills 
education strategies and I needed to be clear about what the teachers intended to do to 
guide my recording of the lesson progress. In this case, I managed to establish rapport 
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and understand the lesson competencies, content, and methods for the lesson. This 
also served to enable me to get familiar with the whole lesson plan.  
 
Observation phase: During this phase, the observation instrument was used to collect 
descriptive data on the progress of the lesson which ‘was meant to provide an account 
of classroom behaviour and interaction without making an effort to judge these events 
as good or bad, right or wrong, effective or ineffective’ (ibid, Observation).  
 
Post observation phase: To make sense of the collected data, I met with the teacher 
and discussed the results together with him or her (ibid, Post observation). This was 
because the guide was not intended to evaluate teacher performance but was used as 
an objective instrument to provide useful information for the study and working 
together with the teacher enabled sharing perspectives and interpretations (ibid). In 
this case, during this phase, there was collaborative reflection on the record of the 
lesson in the instrument which was intended to clarify certain issues in the data 
collected. This helped to develop a summary of the issues that became a basis for the 
codes and emerging themes.   
 
4.4.5.2: Coding the observations 
 
The reflection on the observation data with the teachers and further reflection while 
alone enabled me to develop codes that reflected what transpired in the 24 lessons 
observed in relation to the research questions of the study. A code in qualitative inquiry: 
Is most often a word or short phrase that symbolically assigns a summative, salient, essence-
capturing, and/or evocative attribute for a portion of language-based or visual data. Any 
researcher who wishes to become proficient at doing qualitative analysis must therefore learn 
to code well and easily. The excellence of the research rests in large part on the excellence of 
the coding. 
                                        (Strauss, 1987, in Saldana, 2008, p.1) 
 
However, “coding is not a precise science; it’s primarily an interpretive act’ (p.4). 
Following Berkowitz’s guidelines, while coding the following was done: 
 
 Common themes that emerged and the patterns they formed were identified based on 
the research questions 
 An examination of whether there were any deviating patterns was done and the 
majority of the themes were in the context of the research questions. 
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 An examination as to whether the themes represented past experiences of the 
respondents or participants was done. This established the story of life skills 
development in children as related to the context in the home, community and school.  
 The emerging themes as emerging stories in the data were identified.  
 Whether any of the stories suggested review of the question was reflected on and the 
stories were found to be answering the research questions. 
 The patterns which emerged were related to literature and studies on life skills 
education in many respects.  
               (Berkowiz 1997 cited in University of Texas at Austin, 2007). 
All the above were based on Bogdan and Biklin’s (1998) common types of coding 
categories which helped me to shape my coding scheme and develop the themes as 
explained above in the context of the study’s research questions.  
 
4.4.6: Questionnaire 
 
A questionnaire (see Appendix 3.7) was designed and administered to all the teachers 
who participated in the study. As said above this was the third instrument to 
consolidate triangulation of data collection. In the literature, “a questionnaire is a set 
of questions designed to gather information from a respondent” (Statistics Canada, 
2014 Paragraph 1). A questionnaire “is the interface between the respondent and the 
researcher, and therefore plays a central role in the data collection process” (ibid). 
Further to this, the interviewer can administer the questionnaire or the respondent can 
himself or herself complete the questionnaire (Statistics Canada, ibid). In this study a 
questionnaire for teachers was designed keeping the questions and statements as 
simple and short as possible to increase respondents’ comprehension (Fink 2003; 
Dillmann 2000 and Fordy 1993 cited in Leitz, 2010). When designing, I made sure I 
minimized the possibility of reporting errors, ensured that the instructions to 
respondents were short, clear, and easy to follow (Statistics Canada, 2014).  
 
In designing the questionnaire, I examined the scope of the study and the inherent 
aspects and issues in this study. Aspects and issues included the life skills content, life 
skills education, and the teaching and the learning environment. The result of this 
examination was the construction of a questionnaire that sought basic information 
from the teachers about their classroom and information of how they had handled 
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development of ten life skills was finally designed. Information to be given on each of 
the life skills was both closed and open ended. In the questionnaire, there was no item 
on subject matter because life skills education in Uganda is infused so that the focus 
of the programme is on methodology or approaches and not subject matter. For each 
of the life skills, teachers were asked to select from a list the activities they mostly use 
to develop the life skill and the indicators that show they had developed them.  
Teachers were given the option of adding a method or indicator to the list if they 
wished.  The indicators listed on the questionnaire are a summary of those listed in the 
primary school curriculum as to list all of the indicators as they are described in the 
curriculum would have been too cumbersome.  Administration of the questionnaires 
was done as I moved from school to school. It always happened after the observations 
and interviews were completed. Analysis of the data in the questionnaires was done 
using percentages, cross tabulations, and chi squares and is described in detail in 
chapter 6.  
 
4.5 Chapter conclusion 
 
This chapter has described the aims and objectives of the current study. The primary 
aim was to explore how life skills education is being implemented in Ugandan 
primary schools.   Methodological and data triangulation was used to ensure 
credibility, reliability and validity of the study.  Quantitative methods were used to 
enumerate methods and indicators of life skills and qualitative methods were used to 
explore understanding of life skills education amongst respondents.  Data were 
gathered through interviews, focus groups, observations and interviews. The study 
gave rise to ethical considerations, particularly around the interviewing of children 
and the complex relationships in the study.  These were addressed through careful 
engagement with the respondents and delineation of research boundaries.    
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CHAPTER FIVE: QUALITATIVE DATA ANALYSIS 
 
5.1: Introduction 
 
A great deal of qualitative data was gathered in this study.  Children participated in 
group interviews and parents participated in focus group discussions. Teachers, head 
teachers, Coordinating Centre Tutors and District Education Officials were 
interviewed using a structured interview.  Twenty-four lessons were also observed.   
These respondents’ attitudes, world views, experiences and explanations of the impact 
of pupils’ life skills education in primary schools were ascertained through each of 
these data collection methods. Specifically, the data address the research questions 
relating to teachers’, education officials’ and parents’ perceptions of, competencies in 
and attitudes toward life skills education in primary schools, and children’s 
knowledge and awareness of life skills.  They provide insight into the extent that 
children demonstrate life skills and the methods teachers use to develop life skills.  
Finally, the qualitative data highlights the challenges involved in implementing life 
skills education in Uganda.  In this chapter the methodology used to analyse the 
interview and focus group data is described and the results of that analysis are 
presented.  The summary and conclusion describe the ways in which the data address 
the research questions.  
 
5.2: Data analysis process 
 
This section presents the analysis of the results of interviews and focus group 
discussions and begins with the tables showing the number of each category of 
respondents and the codes assigned to them.  
 
Table 5.1: Categories of respondents, their numbers and assigned codes for focus 
group discussions 
Category of respondents Number Codes 
Pupils 120 PA0001-PZ0120 
Parents 08 PFGA001-PFGB008 
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Table 5.2: Categories of respondents, their numbers and assigned codes for 
Interviews 
Category of respondents Number Codes 
Parents 14 PRT009-PRT022 
Head teachers 12 HT001-HT012 
Teachers 24 T001-T024 
CCTs 05 CCT001-CCT005 
District Education 
Officials 
03 ED001-ED003 
 
To analyse the data collected from this qualitative part of this study, thematic analysis 
was used. According to Boyatzis:    
 
Thematic analysis is a method for identifying, analysing, and reporting patterns 
(themes) within data. It minimally organises and describes your data set in (rich) 
detail. However, it also often goes further than this, and interprets various aspects of 
the research topic. 
                                                                             (1998 in Braun and Clarke, 2006, p. 79)  
 
Braun and Clarke (2006) describe thematic analysis as a process whereby repeated 
patterns and themes within the data are identified, analysed and reported. While some 
researchers describe themes as emerging (Rubin and Rubin, 1995 in Braun and 
Clarke, 2006 p. 80), others disagree, arguing that such accounts deny the role of the 
researcher in actively selecting themes and patterns of interest (Taylor and Ussher, in 
Braun and Clarke, ibid). According to Ely et al, the language of “themes emerging” 
can be misinterpreted to mean that:  
 
Themes “reside” in the data, and if we just look hard enough they will “emerge” like 
Venus on the half shell. If themes “reside” anywhere, they reside in our heads from 
our thinking about our data and creating links as we understand them.  
                                                (Ely, Vinz, Downing, and Anzul, 1997 in Braun and Clarke 2006, p. 80) 
 
In this context, the researcher himself developed the themes by actively playing a role 
in analysing the data as he determined the themes that emanated from the reported 
experiences, meanings and reality of the respondents. The themes in this analysis did 
not therefore just emerge “like Venus on the half shell” but were derived from the 
researcher’s analysis and interpretation of the subjects’ discussion of their experiences 
(Ely, Vinz, Downing, and Anzul, 1997: 205-6 in Braun and Clarke p.80).   
 
Summer and Seckor (2004) also explain that thematic analysis involves reading and 
re-reading the data so that the author familiarises him or herself with the content and 
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begins to identify regular recurring experiences and feelings described by the 
respondents. They further explain that these regular re-occurring patterns are then 
formed into themes which give an overall description of the views of the respondents 
(Summer and Seckor, 2004). 
 
In the process of reading and re-reading the data, I first coded the participants’ 
responses. This enabled me to have a global view of the data and then I began to 
identify regular re-occurring patterns which were consequently formed into themes. 
This process gave an overall description of the views of the respondents. Ultimately, 
this enabled the researcher to decide whether the themes reflected the salient features 
within the overall research question. The respondents who provided information and 
the kind of information gathered is described below. 
 
Children: Children’s responses that reflected the level of their sensitivity and 
responsiveness to situations that required life skills, including risky or insecure 
situations in their day to day living. 
Parents: Testimonies from parents that showed how their children behave these days 
as a result of life skills education.   
Teachers: Testimonies from teachers on the behavioural dispositions of children as a 
result of life skills education. 
At school: The effectiveness and potential of the methods used in the teaching 
learning process and how these facilitate life skills development. There was also 
considering the adequacy and quality of the orientation and training done to equip 
teachers with life skills development strategies, approaches and skills. Further to this, 
there was examination of the school infrastructure, schedules and availability and use 
of different resources in facilitating pupils’ life skills development.  
At home:  Parents’ attitudes, knowledge and competencies and how these influenced 
children’s life skills development.  
Home and school: Information integrating what happens at home and at school and 
how these affect children’s life skills education. 
Out of class activities: Information on how out of school activities like play 
influence children’s life skills education as reflected in children’s testimonies of their 
experiences during play and other activities.   
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Culture: How culture has influenced children’s life skills development and children’s 
inherent behaviour as a result of this.   
Children’s Laws: Children’s laws in this study refer to the rights of children. 
Information was collected as to how children’s laws influence children’s life skills 
development and the inherent character of children as a result of implementation of 
these laws.  
 
5.2: Data analysis 
 
The thematic analysis process is discussed in more detail in subsequent paragraphs 
beginning with the three thematic maps which were derived from the data sets of this 
study. The four main themes that evolved from focus group discussions, interviews 
and observations are described in sections 5.4 to 5.7.  Those themes were; (1) 
Understanding of life skills (2) Value of life skills curriculum, (3) Evidence of the 
impact of life skills education (4) Influences on children’s life skills development. 
The next section describes how these themes were developed. 
 
5.3: Development of themes   
 
Each theme was generated as a result of investigated perceptions, competencies, 
attitudes and challenges in the development of pupils’ life skills in the primary 
schools in Uganda. Since the study had a specific aim of establishing how the life 
skills education programme in Uganda was being implemented, a focus of the 
analysis was to establish how life skills education was being operationalised and the 
influence it had on primary school pupils’ lives. This influence was measured by 
analysing information from children, teachers, CCTs and parents about the influence 
of life skills education on children’s lives.  
 
This study followed six phases process of thematic analysis that included; 
familiarisation with the data, generation of initial codes, searching for themes, 
reviewing the themes, defining and checking the consistency of the themes, and then 
finally producing this report (Braun and Clarke, 2006 pp. 86-93).  A theme was 
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defined as a patterned level of response or meaning within the data set (Braun and 
Clarke, 2006, p.82). 
 
However, heeding Braun and Clark’s observation, the thematic analyses for this study 
did not follow a linear process which would have simply involved moving from phase 
one to each of the other phases. Instead, it was a more recursive process, where there 
was moving back and forth as it was needed throughout the phases (Braun and Clarke, 
2006, p.86). This developed over time and was therefore not rushed (Ely Vinz, 
Downing, and Anzul, 1997 in Braun and Clarke, ibid). 
 
Phase one involved developing a thorough familiarity with the data collected by 
critically listening to the recorded interviews several times to get familiar with the 
content of the data. This thorough listening was accompanied with taking notes and 
marking or noting ideas for coding. The notes were then read and repeatedly  re-read 
to search for meanings and patterns in order to understand the depth and breadth of 
the content (Braun and Clarke, 2006 pp. 87-88). The reading and familiarization with 
the data, facilitated the generation of an initial list of ideas about what was in the data 
and what was interesting.  
 
Phase two involved generation of the initial codes from the data. This coding involved 
intensively working systematically through the entire data set, giving full and equal 
attention to each data item, and identifying interesting aspects in the data items that 
could form the basis of repeated patterns (themes) across the data set (Braun and 
Clarke, 2006 p. 88). The codes represented the most basic elements of the data that 
could be assessed in a meaningful way regarding the impact of life skills on primary 
school pupils (Boyatzis, 1998 in Braun and Clarke, 2006). The coding facilitated 
organising the data into meaningful groups that represented initially coded and 
collated data. This was outlined in a long list (Appendix 5.1) of the different codes 
identified across the data set.  
 
Phase three involved sorting the long list of initial codes into potential themes and 
collating all the relevant coded data extracts within the identified themes (Appendix 
5.2). In this process, the codes were analysed and combined to form overarching 
themes. At this point two things were done namely; naming codes and giving a brief 
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description and developing thematic maps (Figure 5.1). This process helped to 
identify the main overarching themes and the sub themes within them. This phase 
ended in a collection of candidate themes and sub themes and all extracts of data that 
had been coded in relation to them. There were eight themes in the initial thematic 
map (Figure 5.1). These themes are: 
 Life skills as a protection,  
 Value of life skills curriculum,  
 Perception of life skills,  
 Stakeholders’ perception of life skills,  
 Testimonies of parents, teachers and pupils 
 School influences on pupils’ life skills development,    
 Home influences on pupils’ life skills development,  
 Culture, tradition and pupils’ and pupils’ life skills development and 
 Children’s rights and conformity and pupils’ life skills development. 
 
Each of the themes had many interrelated or shared codes (Appendix 5.2). At this 
stage, I started to have a sense of the significance of individual themes.    
 
In phase four the candidate themes were reviewed and refined at two levels. First the 
refinement focused on the meaningful coherence of data within themes and 
identifiable distinctions between themes. This was done to meet Patton’s dual criteria 
for judging categories – internal homogeneity and external heterogeneity (Patton, 
1990 cited in Braun and Clarke, 2006 p.20). Braun and Clark (2006) explain this 
criterion and say, “data within themes should cohere together meaningfully, while 
there should be clear and identifiable distinctions between themes” (p.91).This 
practically involved analysing the initial nine themes and refining them into six higher 
order themes (Table 5.3). In this analysis the two themes; Life Skills as protection and 
Value of life skills were merged because all codes for protection were connoting 
value and protection is just one of the values of life skills. Perception of life skills and 
Stake holders’ perception of pupils’ life skills development were merged into Stake 
holders` perception of children`s life skills curriculum. Going back and reflecting on 
the data sets, it was realised that testimonies of parents, teachers and pupils 
themselves provided evidence of the pupils’ implementation of life skills and hence 
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the related codes were collated to form the theme, Evidence of pupils’ implementation 
of life skills. Further scrutiny of the themes, Culture, tradition and pupils’ life skills 
development and Children’s rights and laws’ influence on pupils’ life skills, helped 
the researcher to identify the inherent overlaps. This was used to combine themes into 
one theme, Broader culture and laws’ influences on pupils’ life skills. The remaining 
two themes, i.e., Home influences on pupils’ life skills and School influences on 
pupils’ life skills were left as they were. These initial and higher order themes are 
represented in Table 5.3 below. The second thematic map in Figure 5.2 represents 
these six themes.  
 
Table 5.3: Initial and higher order themes 
  
INITIAL THEMES HIGHER ORDER THEMES 
Life skills as protection  
Value of life skills 
Value of life skills 
Perception of life skills                                      
Stakeholders’ perception of pupils’ life skills’ 
development  
Stakeholders’ perception of life skills curriculum 
Testimonies of parents, teachers and pupils Evidence of pupils’ implementation of life skills 
Culture, tradition and pupils’ life skills 
development       Children’s rights and laws on 
pupils’ life skills’ development 
Broader culture and laws’ influence on pupils’ life 
skills development 
Home influences on pupils’ life skills 
development 
Home influences on pupils’ life skills development 
School influences on pupils’ life skills 
development 
School influences on pupils’ life skills 
development 
 
 
Further re-reading and reflection on the above six themes was done to make sure that 
I did not miss anything. This helped me to identify a relationship between three 
themes. These are; Broader culture and laws’ influences on pupils’ life skills, Home 
influences on pupils’ life skills and School influences on pupils life skills. These 
themes had a common phrase, “influences on pupils’ life skills”. These were all 
merged into a theme created out of this phrase, “Influences on pupils’ life skills”. This 
theme then had home influences, school influences and broader culture and laws as its 
sub themes. The theme Pupils’ implementation of life skills was renamed Evidence of 
impact of life skills to reflect a broader interpretation of impact and to include 
knowledge and awareness as posed by the research question.  There was also further 
refining that involved ascertaining whether the themes could work in relation to the 
data set and an on-going process to code any additional data within themes that had 
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been missed in earlier coding stages. This resulted in a satisfactory thematic map for 
this study (Figure 5.3). 
 
Figure 5.1: Initial Thematic Map 
 
 
 
 
 
 
 
 
 
LS as 
protection 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
*LS = Life skills 
 
 
 
 
 
 
 
 
 
  
Home 
activities 
Peer influence 
Interschool competitions 
Initiation  
Boys & girls 
Parents  
Tradition  
On the 
way 
home 
Playing  
Parents’ 
competence 
Media  
Teachers` 
questions 
Experience from 
wider school 
community 
Teachers’ 
competence 
Pupils` 
participation 
Methods Resources 
Religion  
Obedience  
Socialization  
Respect  
Good jobs 
Academics  
Passing exams 
Stake holders’ 
perception of pupils’ life 
skills development 
Honesty  
Morality- right & wrong 
Good life 
Perception  
Perception of 
LS 
CCTs 
Teachers 
Educational 
officials 
LS indicators and 
values 
Friend
s  
Informed 
decisions 
Drugs  Fighting  
Peer pressure 
Relationships  
Coping 
skills 
Culture, tradition and pupils 
LS development 
Contradiction  
Vocational skills 
School influences on 
pupils LS  
Home influences on pupils 
LS 
Children’s rights laws & 
conformity & pupils’ LS 
development 
Value of LS* 
curriculum 
 
136 
 
Figure 5.2: Second Thematic Map 
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Figure 5.3: Final Thematic Map 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
In phase five, I embarked on defining and checking the consistency of the themes 
after two research colleagues had helped in reviewing the themes in the context of the 
data sets. These colleagues identified themes in the data which corresponded to the 
themes I had identified.  This consensus enabled me to proceed to relating all the data 
to each theme and collating and checking to ensure that the themes were linked to the 
codes and in all respects made sense. This involved understanding what each theme 
was about and finding out what aspect of the data each theme captured (Braun and 
Clarke, 2006, p.92). I went back to the collated data extracts for each theme, and 
organised them into a coherent and internally consistent account, with clear 
explanations (ibid). For each individual theme, a detailed analysis was written as a 
story that unfolded and fitted into the broader story that was being told about the data 
in relation to the research questions of this study.  An effort was made to consider 
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each theme in its entirety. This was done by considering the themes themselves in 
general, and each theme in relation to the others. This helped to minimize overlaps 
between the themes as each theme was related to the others. Refinement also involved 
identifying the sub themes. (Braun and Clarke, 2006 p.92).  Below, Table 5.4 shows a 
summary of the codes, initial themes and final themes.  The final themes and sub-
themes are presented in the final thematic map (see Figure 3). 
 
Table 5.4: Initial and final themes with codes        
 
Initial themes Codes Final themes Codes 
1.Stake holders 
perception of 
children’s life 
skills  
 
1.Life skills indicators,(2) LSE curriculum, (3) 
importance of academics, (4) Passing exams(5) 
promoting respect (6) curriculum materials (7) 
Obedience (8) Vocational (9) Morality (9) 
Socialization (10) Good jobs (11) Good life (12) 
Honesty (13) Literacy/numeracy 
 
Understanding 
of life skills 
 
(1) Mixed life skills values and 
indicators (2) joining good 
schools and courses (3) 
vocational; earning and good 
life (4)Good behaviour; respect 
and obedience  
(2) Life skills defined in terms 
of academic context  
(3) Informal understanding of 
life skills 
 
2.Value of life 
skills curriculum 
 
1)Security, (2) Informed decisions, (3) HIV/AIDS 
(4) Friendship formation (5) cooperation in and 
out of class, (6) coping skills, (7)peer pressure 
resistance (8)Apologising/forgiving (9) Drug 
abuse education  
 
Value of life 
skills curriculum 
 
1)Coping skills 
2)Making informed decisions 
3)Friendship 
4)Security 
 
3. Evidence of the 
impact of life 
skills 
 
1)Coping skills, (2) participation in class (3) 
Resistance to peer pressure, (4) No to advances 
(5) Respect (6) decision-making, (7) conflict 
resolution, (8) Problem-solving (9) Assertiveness 
(10) Self-awareness 
 
Evidence of 
impact of life 
skills 
 
1)Testimonies of psychosocial 
competence 
2)Analysis of issues 
3)Awareness of dangers of 
premarital sex 
4)Job aspiration 
 
4). Home 
experiences and 
life skills 
development 
1) Parents role, (2) Parents’ competence, (3) 
Parents’ attitude 
 
Influences on 
children’s life 
skills 
development 
 
1)Home and school influences 
2)Media influences 
3)Children’s laws and rights 
influences 
4)Broad cultural influences 
 
5. School  
experiences and 
life skills 
development 
 
1) Resources, (2) Constraints, (3) Methods (4) 
Training and teachers’ competence  
6. Culture, laws, 
children’s rights 
1)Rights and laws, (2) Media, (3) Western 
culture, (4) Tradition    
 
 
 
In the following sections the codes and issues are outlined and discussed under each 
of the final higher order themes.  
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5.4: Understanding of life skills 
 
Respondents’ understanding of life skills was evident through three sub-themes: life 
skills as defined in the curriculum, life skills in academic context and informal 
understanding of life skills. 
5.4.1: Life Skills as defined in the curriculum 
 
An examination of the current primary school curriculum materials (syllabi, text 
books, handbooks, manuals) at all levels, i.e., thematic classes (P1-P3), transition 
class (P4) and upper primary classes (P5-P7) shows that each of the original 16 
(sixteen) life skills, without any categorisation, have been clearly explained using a 
list of indicators or sub skills of the life skill (Appendix 1.1). For example, the 
primary five teachers’ orientation manual clearly outlines the life skills as indicated in 
this appendix (Appendix 1.1)  
 
Curriculum implementation in the primary school pivots around primary school 
teachers. However, responses from a sample of ten teachers show that they do not 
make a clear distinction between the life skills and their indicators as reflected in the 
current curriculum. On answering the question on what life skills are, teachers gave 
divergent mixed perceptions that included; life skills, life skills’ indicators and values 
as indicated in the quotes below. 
“Life skills are working as a team, effective communication, critical thinking, appreciation, co-
operation and confidence”. (T007) 
“Life skills are effective communication, creative thinking and critical thinking”. (T017) 
“Life skills are fluency, articulation and confidence”. (T008) 
“Life skills are accuracy, love, confidence and fluency”. (T016) 
“Life skills are self-esteem and effective communication”. (T012) 
“Life skills are fluency, audibility confidence and intonation”. (T018) 
“Life skills are empathy, creative thinking, critical thinking, caring, logical reasoning and taking a 
decision”. (T004) 
“Life skills are effective communication, appreciation and co-operation”. (T006) 
“Life skills are team work, critical thinking, leadership and negotiation”. (T014) 
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“Life skills are problem-solving, critical thinking, accuracy, orderliness and confidence”. (T003) 
 
Analysis of the observation data showed that when describing the life skills to be 
developed, teachers confuse indicators and life skills when writing lesson plans in 
their preparation books (see Chapter 6). 
These preparation books are supposed to be checked every week by the head teacher. 
Head teachers’ failure to provide feedback on the mix up seems to have undermined 
the accurate knowledge base of a considerable number of the teachers in respect to the 
difference between skills and the indicators of these skills and also the related values. 
A similar confusion is reflected in the stakeholders’ lack of differentiating between 
the psychosocial, vocational, and basic knowledge skills. For example, CCTs’, head 
teachers’, and teachers’ responses on what constitutes psychosocial life skills also 
included vocational and basic knowledge skills. For example:  
A head teacher explained what life skills are (mixed local language and English for 
emphasis) and she said: 
“Life skills nisyo sisiyeta umwana umwene (Life skills are what helps the child himself or herself) e.g. 
becoming a porter or business man”. (HT001) 
The following mixed what life skills are to include morals, psychosocial skills, and 
vocational education: 
Life skills, I think may also include planning for the future, developing good morals, making decisions 
and being able to work”(CCT003) 
“Life skills are teaching technology and problem-solving, and development of small scale industry”. 
(T005) 
“Life skills are skills that can make a child earn a living”. (T020) 
Life skills are good behaviour, morality, good relationships with others, sharing, self-defence, craft 
knowledge and physical skills”. (T012) 
 
In some cases, life skills were referred to as pure knowledge skills:  
“Life skills refer to children having literacy and numeracy skills” (T016) 
“Life skills are reading and computational skills which the child uses in society.” (T014) 
 
There were some teachers whose responses reflected only psychosocial and protection 
skills. For example: 
I know life skills to be security and protection skills, making decisions, creativity and communication”. 
(T019) 
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There was also a feeling among head teachers that they were not properly sensitized 
or trained and had very little knowledge about life skills. Consequently, they could 
only give responses like life skills are psychosocial skills as below: 
“Life skills are these they call psychosocial skills”. (HT010) 
 
There were other respondents who gave responses that referred to life skills as mainly 
psychosocial skills although they included some life skills indicators and values 
“Life skills are appreciation, friendship, and critical awareness”. (T008) 
 “For example sharing, cooperation, empathy, assertiveness, and resisting pressure are life skills”. 
(T011) 
“Life skills are respect, tolerance, cooperation, appreciation, and interpersonal communication”.  
(T017) 
 “Life skills, I think, may be; problem-solving, self-esteem, cooperation, effective communication, 
sharing, and also empathy.” (HT005) 
 
The following CCT also gave a list which was psychosocial but included one 
indicator cooperation: 
 “We consider life skills to be effective communication, critical thinking, creativity, cooperation, 
copping with stress, problem-solving”. (CCT004) 
 
The primary school curriculum in which the primary life skills curriculum has been 
integrated is monitored primarily by teachers, Head teachers and sometimes by CCTs 
who are tutors on site. There is a ray of hope that the majority of the teachers in this 
section described life skills in a way that reflects the psychosocial life skills intended 
to be developed among the primary school pupils. However, the concern is that there 
are still those teachers who confuse psychosocial life skills and their indicators. This 
seems to raise questions about quality of life skills education in primary schools.       
 
5.4.2 Life skills defined in terms of academic context 
 
Almost all teachers, parents, CCTs, head teachers and education officials gave 
responses that showed that they, in some ways viewed life skills in the context of 
academic success for children. This perception was prevalent in parents’ responses 
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but also evident in head teachers and teachers’ responses. In the context of life skills 
nurture and what influence they want the primary school to have on their children, 
parents’ responses reflected life skills as the basis for better life for their children. 
 
A high status, good standard post primary school (i.e. secondary school) was the 
target for parents because this could facilitate their children’s going to University and 
read better courses or go to better tertiary institutions.   
“I want life skills to help my child to go in a better school (secondary) to give me a sense of pride let it 
be day or boarding one”. (PFGA003). 
“We parents are happy with children who do good courses which assure us of better life skills for our 
children”. (P014)  
“These days we parents want primary schools which can enable our children to join good secondary 
schools. These are the schools which enable children to join the University” (P019) 
 
“I need my child to perform well and go to schools like Budo, Gayaza, Namagunga, etc”. 
(PFGB007) 
 
“Life skills should make our children pass well and go to good secondary schools”. (PFGA001) 
“This Universal Primary Education is just killing the life skills of our children. It can only send a few 
of our children to third world secondary schools. What will they get from there?” (P015) 
In this same context, parents were also sensitive to modernisation as reflected in this 
parent’s comment that teachers should help their children aim high and also be 
computer literate.   
 “Our teachers should help our children to aim higher. Children should be linked to the outside world 
and get like this computer knowledge” (PFGA003). 
She added that the consequence of better life skills is better life which is better pay. A 
number of other parents agreed:  
 They need to have better life financially because our parents used to tell us that they were sending us 
to school to have better life (better life – better pay)” (PFGA003). 
 
 
Almost all of the teachers commented on the pressure primary school teachers were 
experiencing everywhere in the country to pass children with good grades. This 
reflects parents’ perception of life skills in the context of their children gaining 
academic excellence. Some teachers explained it well and said: 
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“Sir you are talking about life skills, but the parents in our school and many others think a child who 
has attained life skills is one who passes well and joins a good secondary school, that is the pressure 
parents have put on us” (T002) 
 
“However much you teach if the school has no first grades in the Primary Leaving Examination, you 
will have done nothing. Parents do not care about these life skills. For them, children will have the life 
skills they need if they pass examination” (T018)  
“Me I concentrate on subjects set in PLE (Primary Leaving Examinations). Other subjects just waste 
my time”. (PZ0119) 
 
The importance of the Primary Leaving Examination (PLE) was also reflected in 
parents’ comments: 
“These days are not like our days, a successful child was synonymous with having good life skills. 
Today, Grade one in PLE, joining University etc. is what people equate with life skills” (P011) 
One teacher commented on the parents’ attitude towards teaching practical skills. 
“There is that negative attitude from parents about teaching of practical skills in primary schools. For 
them it is academics and therefore passing examinations that matters”. (T001)  
  “When you take children to the school garden for an agriculture lesson, they take it as if it is a 
punishment. Some of the parents do not also like it”. (HT011) 
Even this teacher emphasises the PLE when considering the question from a parent’s 
point of view: 
 “I am a teacher here but I am also a parent. Our children cannot have life skills from subjects which 
are not set in PLE”. (T009) 
 
Some of the responses from the teachers, parents and head teachers reflected life skills 
as an enabling or facilitating factor for the children’s better performance in 
examinations. The responses below show that even teachers and head teachers in 
some instances perceived life skills in the context of success in academics: 
 “Life skills make children perform well in their examinations”. (T003) 
 
“The value of life skills, children cannot perform well when they do not have life skills” (P022) 
 
“Parents want their children to perform highly, but some of these children do not have life skills, how 
can they perform well” (HT009)   
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The CCTs also confirmed that, according to the common perception of a primary 
school pupil’s success, a CCT is considered successful in his or her work when 
children in his or her catchment area have performed well in Primary Leaving 
Examinations (PLE) examinations:   
“We the CCTs are rated to have performed well when the pupils in our catchment areas have 
performed well in examinations. The people these days consider a child’s success in life in terms of 
success in examinations”. (CCT002) 
  
An education officer also explained that success in examinations is a route to 
everything in life: 
 
 “For us we consider success in examinations to be the life of the child. This success opens the child’s 
way for everything he will get in life”. (ED003) 
 
Some pupils were well aware of their parents’ desire for academic success and their 
parent’s belief that such success would ensure future success. 
“My parents desire that I study well, progress and have a good future”. (PK0054) 
“My mother always tells me to perform well like my sister because that will make me have better life in 
future”. (PM0064) 
“When I perform badly my parents do not give me gifts because they say this will make me have bad 
life when my friends are enjoying in future” (PM0065) 
 
Some parents were clear that the primary school cannot in anyway convince them that 
their children have life skills when the children cannot read, write their name and go 
far in education.     
For example this parent said: 
“We parents want our children to be able to read and write. These days you give a Primary 7 child a 
letter and he cannot read for you”. (P009) 
That is why the parents wondered what life skills their primary school children have if 
in some cases they could not even write their names:  
“How can you say children have life skills when a primary school child of these days cannot even write 
his name?” (P021). 
 
“Our children here cannot go far in education. They will only may be our LC1 (Local Council One) 
chairmen. They cannot go far in education. Do you think life skills can help them?”  (P013) 
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All these quotes here show that the understanding of life skills in the context of 
academics is a literal understanding that views the terms life and skill in their ordinary 
sense of life and a skill. For parents, children are sent to school to prepare for better 
life in the future. A skill is what a child acquires through attending a course to do a 
piece of work in order to earn a living.  To parents, education is going to school to 
learn, pass examinations, join better schools, join good courses and get good jobs. All 
these put together seem to have led parents to think of life skills as synonymous with 
children successfully going through school education. All these appeared to have a 
relationship with informal understandings of what life skills are as discussed below. 
 
5.4.3 Informal understandings of life skills (culture, tradition and values) 
 
Stake holders (parents, teachers, CCTs, head teachers and educational officials) in 
many cases had informal interpretations of life skills. They looked at life skills as the 
education that gives a child access to better earning, helps them to be good children in 
the home and generally have successful life. They even thought about life skills in 
terms of gender. They wanted boys to grow up with competence that could enable 
them manage a home as husbands. For girls, they thought life skills should enable 
them to be good housewives, obedient and able to handle family chores competently.  
Also in all the ethnic groups among which this study was done, the girls are to a 
considerable extent obliged to be submissive. For example; among the Bamasaba, a 
girl should respect the circumcised man and among the Baganda of central Uganda a 
girl should kneel down when greeting or talking to elders or any other respectable 
person. This is interpreted as good manners which to the stake holders is synonymous 
with life skills. 
 
 
In this case, there were instances of parents’, teachers’, CCTs’ and district education 
officials’ perceptions of life skills that were literal or informal. I am saying literal or 
informal because the responses quoted in the current section seem to reflect stake 
holders understanding of life skills as literally life and therefore what helps a child to 
live successfully. Informal because it is not the objective of the curriculum and 
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therefore not intended to be developed as a competence in the teaching learning 
process. It is also informal because it is not in the context of psychosocial 
competencies as prescribed in the life skills programme. These understandings seem 
to be influenced by the culture, tradition and values cherished by stakeholders and not 
so much by school. They can be thought of as informal perceptions of life skills. For 
example, responses from parents, teachers, head teachers, CCTs and education 
officials reflected life skills as development of morality or good behaviour as reflected 
in their responses below. To these stake holders, a child cannot be considered to have 
life skills when he or she is immoral or badly behaved. These stake holders also 
equate life skills with better life that should include good future earnings. To them 
therefore, a skill in life is a life skill that facilitates a child’s future earnings. In the 
context of these good future earnings, a good number of the responses in this section 
are centred on equating life skills with vocational education. There were still some 
respondents who mixed psychosocial, vocational and life skills indicators as reflected 
in the responses below.  
 
Parents, teachers, head teachers, CCTs, and District Education officials’ responses 
reflected what they understood life skills to be. 
District education officials’ responses on what life skills are reflected an integration of 
all the child’s spheres of development: 
“Life skills are developing good morals”. (ED003) 
For me I understand life skills to be developing self-protection skills, children making decisions, 
communication skills, self-reliance and creativity”. (ED001) 
Life skills are good behaviour, morality, relating well with others, sharing, self-defence, craft 
knowledge and physical skills”. (ED002) 
A CCT said: 
“Life skills refer to effective communication, critical thinking, creativity, cooperation, copping with 
stress, leadership and negotiation when they are in group”. (CCT001) 
A head teacher explained life skills in the context of health and communication and 
said:  
“Life skills emphasized are health, communication skills, etc.” (HT006) 
 
 A number of respondents included appreciating as a life skill because, according to 
them, a child who does not appreciate is considered to be very bad mannered. That is 
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why this teacher and other stake holders included appreciating as a life skill in their 
responses:  
“Life skills are appreciating, critical awareness”. (T024) 
“A child cannot fail to appreciate and you say she has life skills”. (HT011) 
“I cannot say my child has life skills when he cannot appreciate” (CCT002) 
“My children have life skills because they can appreciate when you give them something” (P012) 
Alongside appreciation is sharing. That is why respondents, for example this teacher, 
considered sharing a life skill which is useful in and out of school and said: 
“For example sharing as a life skill helps learners in and out of the school”. (T006) 
A head teacher explained what is meant by self-esteem and said: 
“Self-esteem is where a child can understand himself as an individual”. (HT003) 
A head teacher, on life skills emphasized in his school, made the following list: 
“Life skills emphasized are problem-solving to enable children solve problems among themselves. 
Others include; cooperation, effective communication, sharing, empathy, self-esteem, etc.” (HT001) 
 In the context of life skills being for development of vocational skills, responses from 
teachers showed that to develop life skills in pupils, teachers need to do the following: 
 “Sensitize the child about the importance of vocational education” (T002) 
“Help the child to comprehend the value of vocational education”. (T007) 
“Teach art and technology”. (T010) 
“Teach technology and life skills” (T022) 
“Life skills are teaching technology and problem-solving, and development of small scale industry”. 
(T015) 
In the same context responses on the value of life skills from teachers and what type 
of child parents would desire to get or see after primary education were still inclined 
toward vocational skills development. They said: 
“One who will join vocational institutions”. (T009) 
And almost all the teachers emphasized: 
“One who is self-reliant”. (TO22) 
 
Further to life skills education being related to vocational education, some teachers’ 
and parents’ responses were centred on life skills as a key to enabling children get 
employment. 
 
“To get employment” (About half of the teacher respondents) 
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“Knowledge to do something in future” (T009,) 
“Life skills enable children to get jobs in future”. (T021) 
“Life skills facilitate children getting jobs in future” (T008) 
“Life skills are for future earning” (T003) 
“Job creation” (About a quarter of the teacher respondents had this view that life skills are for job 
creation) 
 
“During interschool competitions, children should compete in several fields in order to identify and 
develop their divergent talents or life skills for future survival”. (T015) 
 
“We in this class use drama, role plays as methods of teaching. You know sir, these days people make 
a lot of money from drama. This can be the starting point for some people to become actors in future 
and make money” (T023) 
 “The good jobs children can get are in good offices. Even we here in this teaching are like casual 
labourers. Life skills should help children get these jobs”. (T005) 
 
One teacher came up with the value of the school garden but in the process included 
`hand crafts which seemed to be out of context of the value of the school garden, she 
said:  
“School gardening is good because it helps drop outs for example to farm and make hand crafts” 
(T010) 
 
“Bring a person with a skill like carving so that he can help the child develop that skill’.  (T001) 
Teachers felt that certain things from home may influence children’s life skills 
development at school, things like home craft was evident in the responses as above 
and below here;  
“There is an influence of making baskets, mats, modelling pots from home”. (T001) 
 
Parents’ responses showed that they viewed their children’s education as a facilitating 
factor for a future earning to enhance their children’s better life in future. They were 
even aware of the contemporary earnings people are getting from sports: 
“Co-curricular activities enable children to develop their talents and in future earn money, don’t you 
see these people who play football in Europe’’ (PFGA003). 
“I want my child to have better life” (PFGA04). 
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“I want my child to be in a good office and good job so that he can earn good money. He will have 
life”. (PFGA001)  
 
 
A district education officials’ response on what life skills are also reflected life skills 
as helping the child vocationally: 
Life skills are planning for the future, being able to work, developing practical skills”. (ED003)  
 
A number of respondents viewed life skills education as development of morality. 
The parents, teachers, head teachers, CCTs, and education officials seemed to have 
the same view about life skills and morality: 
“We have these children who come here when they are already spoiled, they are thieves, fight, and 
even want to rape girls on their way home”. (HT011) 
“Sir, children in our schools are not upright, even when religious education is taught. We wouldn’t be 
having this rampant drop out of our girls because of early age pregnancies”. (P015) 
One teacher after observation of a primary five lesson and during the interview 
wondered if I saw a child who abuses others and can even abuse the teacher. Literally 
and informally, this teacher meant a child with life skills cannot abuse:   
“Did you see that tall boy who sat next to you, the one I called ‘X’? He has no life skills. He abuses his 
friends, cannot sit with girls and can even abuse you the teacher”. (T005) 
This was supported by pupils as reflected in the response below: 
“What shows you have good behaviour is not despising friends, obedience, working with others at 
home … this is having life skills”. (PK0055) 
 
During their interviews, children were asked to respond to what was happening in 
scenes in different pictures. In one of the scenes, some children were rejoicing with 
their parents because they had performed very well in the examination. As children’s 
reflections on the pictures progressed, children also supported parents on the 
relationship between life skills, behaviour and morality when they said that listening 
and obeying makes them (children) perform well: 
 “Listening and obeying the teachers and parents make you perform well”. (PM0065) 
“To perform well, you must be committed, obedient, respect your parents and …respect your teachers, 
they will be proud of you” (PN0068). 
Teachers also referred to life skills as behaviour as illustrated in these responses: 
“Life skills refer to the behaviour of the learner. Does he do good things or bad things?”  (T013) 
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“Behaviour of children which is life skills is you can get children who are selfish, who share, etc.”. 
(T002) 
 
One CCT explained that children of these days are just bad because even at 15 years 
of age, they have started active sexual life. They therefore do not have life skills. The 
CCT said: 
 
Mr Bwayo, do you think our children of these days have life skills, some children are really bad. It is 
now possible to find a boy of 15 years going about with girls. It is even worse with those boys of ours 
here who get circumcised. They think they are men and can do what they want with themselves”. 
(CCT001) 
5.5: Value of the formal life skills curriculum 
 
Responses from parents, head teachers, teachers, CCTs, education officials and pupils 
reflected the value of pupils’ life skills education. Their understanding of the value of 
life skills is discussed here under the sub-themes of making informed decisions, 
friendship, coping skills and security. 
5.5.1: Life skills give children security skills 
 
Parents and teachers valued the role life skills play in helping children to protect 
themselves.  The response below reflects parents’ desire for their children to be 
assertive in order to be secure from risky situations: 
“We have boda-boda (motor bike cyclists) men on the way who can call our children when they are on 
their way home. The child should not just abuse them ‘’kumanyoko’’, why are you calling me? When 
children abuse these boda-boda men, they can beat them or rape them or do anything. Life skills 
should help our children in such situations”. (PFGB008) 
Parents desire that the school should take responsibility and enable their children to 
assertively avoid situations that can make them contract STDs or get early 
pregnancies: 
“The school should encourage our children to have life skills. For example, if someone is going to say, 
‘’I love you’’, is she one who is going to say yes or she can say, ahaa…, at our school, they say if I fall 
in such love, I can get STDs or pregnant’’. (P010) 
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In Ugandan primary schools, children involve themselves in unsupervised play during 
mid- morning and lunch time breaks. They need life skills to manage themselves 
during this period because they sometimes confront risky situations that can cause 
conflict, body harm, etc., to them. An example is these two pupils’ testimonies: 
“Someone kicked me in the stomach for nothing when we were playing”. (PY0117) 
“Someone pushed me in the wall when we were playing and my hand got broken. I was picked and 
taken to Mulago hospital”. (PY0118) 
They also develop negotiation skills as reflected in the following pupil’s explanation: 
“When we are playing we first agree on who should be in which team and why” (PY0116).  
However, these incidents are not unique because, when talking about the value of life 
skills one teacher said: 
“Our children need life skills because we sometimes get serious cases when children are playing. Some 
children are bullies and they hurt others badly”. (T006)      
The above instances reflect very bad instances during children’s play but there are 
also other threats in primary school children’s lives. The issue of drug abuse is a real 
threat among children and programmes like the one this teacher is talking about 
strengthen children’s life skills: 
 “In urban places like here, some children have started taking drugs. Some of us help these children 
not to take drugs. You know sir drugs spoil children. This has made us reduce on drug abuse among 
pupils in our school”. (T023) 
5.5.2: Life skills enable pupils to acquire and benefit from friends 
 
In every group interview session that was carried out with pupils, there was at least 
one response on friendship. A number of responses reflected or implied the value of 
friendship as a cherished life skill for pupils. However, children did not themselves 
specifically say that the curriculum itself is working, rather they gave information 
pertaining to their experiences which is the best witness of what they have been made 
to be and what they are. A number of situations from which they were getting these 
experiences were created by the curriculum of the school. These include play time 
during mid-morning and lunch break, sharing writing materials during class work, 
helping each other solve hard problems during class work, sharing food because they 
are all at school, group work during lessons, helping each other solve a hard task in 
class, etc.  
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Children get friends because of the desired behaviour they see in them and the benefit 
they envisage: 
“I got my friend when she came to primary three. I got her by her behaviour. When she came she 
would share. Her name was `x`. She would be kind, she would participate in class but the bad thing she 
would write on her body and she was like a boy”. (PM0064) 
She then continued: 
“If you have a stubborn friend one day you will go to a party and she puts up her dress and fights”. 
(PM0064) 
Children explained how they get friends.  Their responses generally highlighted a 
psychosocial competence that facilitates friendship formation, therefore pointing to 
the value of life skills.  For example, kindness makes children become friends: 
“We can get friends by being kind to them”. (PE0023) 
Forgiving facilitates children’s friendship formation: 
“We can get friends when we forgive them”. (PN0069) 
Children’s helping each other in solving class tasks encourages friendship formation:   
“We can get friends by helping them solve a hard number”. (PF0029) 
“By helping each other do the work given by the teacher we become friends” (PK0054). 
 
Children gave responses which indicated how friendship helps them to associate with 
their colleagues who can cooperatively study with them. This can be during revision, 
working out a difficult number, studying a difficult subject, etc. 
Children strategise and make friends with those who can help them in difficult 
subjects: 
“When I came to P5, I made friends with the one who was the best in mathematics. He helps me when I 
do not understand or fail a number”. (PS0095) 
In the same vein pupils intentionally make friends with those they can revise with 
together: 
“You cannot pass well when you have not revised with friends”. (PX0111) 
“We get some friends and we revise with them”. (PS0093) 
This is because, according to children, friends can also coach you: 
“Sometimes you may be playing with a friend and you find he is quiet, well behaved and playing very 
well, you can go to him to coach you”. (PN0069) 
All the children interviewed said that as they play together with their colleagues they 
become friends because friends are nice to play with: 
 “We get friends as we play together”. (PK0051) 
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“Playing makes us friends” (PKO052) 
“We enjoy when we play together with friends” (PS0091) 
“When you play with friends and kick them by mistake, they forgive you” (PA001) 
“We get friends because they are nice to be with” (PB008) 
“We need to be good friends not to fight”. (PY0120) 
 
Children’s responses also reflected their day to day experiences of their friendship 
endeavours with their colleagues. For example, in almost all of the schools used in 
this study, pupils do not have any meals prepared for them by the school. This means 
that a pupil may leave home at 7.00am and get back home at 5.00 to 6.00pm before 
having anything to eat. Pupils see a friend as security for something to eat on a day of 
need: 
“Even when `x` (name of the respondent) does not have money for break your friend can provide”. 
(PF0026) 
“When you have a friend you don’t feel hungry at break time even if you do not have money or eats”. 
(PY0120) 
“My friends give me something to eat when I do not have”. (PF0028) 
“Good friends give you a mango and you also eat” (PJ0047) 
These responses show how one of the reasons a life skill like friendship formation has 
value for children because it provides them with protection in times of need. 
 
Another area children felt a friend was of real value was when one fell sick. None of 
the schools used in the study had a health unit to give children first aid treatment 
when the children fell sick while at school. Therefore when a child fell sick, it was a 
friend who reported the illness to the teacher and it was a friend who would take the 
colleague home or to the health unit if it was near. Pupils’ responses reflected that 
children had learnt how to cope with this situation by caring for their colleagues who 
fell sick and consequently developed or sustained friendship: 
“Taking home someone who is sick makes you friends” (PC0012). 
Pupils’ feel such friendship is sustained because, according to them, “One good turn 
deserves another”: 
He will also take you when you are sick”. (PC0012) 
Alongside taking one home when sick, children gave other different things that reflect 
the value of friendship:  
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 “Friends share, play together and care for the other when sick”.  (PM0064) 
“Friends play, share, and support each other” (PM0065) 
  
To support children’s perception on what sometimes happens when they are playing, 
scenes of pictures of children fighting while others were separating them and 
counselling them were used. The children’s responses suggested that fighting was a 
fairly common occurrence. As children reflected on these scenes, their responses also 
reflected on friendship as a precautionary life skill against fighting: 
“A good friend does not fight you”. (PF0029) 
 
This is because according to children, friends forgive you when you do something 
wrong: 
“Me I want to have many friends. They forgive you when you do something bad”. (PK0055) 
“When the fighting has ended, we usually want to be friends again”. (PM0061) 
“Friends don’t fight for a long time. When they start fighting they sympathise with each other” 
(PM63) 
“When a friend hurts you he will say sorry”. (PM65) 
 
Even though fights occurred amongst friends, it appeared that being friends made it 
easier to recover from these confrontations.  Children continued to say a friend can 
separate you when you are fighting: 
“A friend will separate you when someone is fighting you”. (PT0099) 
“One day I separated my friends who were fighting because I knew they could kill each other” 
(PT0098) 
 
Pupils also regrettably reflected on how they lose friends. They explained a number of 
things that include rudeness, unkindness, bad behaviour, etc. that can make one loose 
friends. Their responses still reflect their experiences in friendship and the value they 
seem to attach to friendship.  
“Being rude, unkindness, bad behaviour makes us lose friends”. (PF0030) 
“Some girls are just bad they give you something and when they see you do not have, they stop being 
your friends” (PC0013) 
Children said that with a friend you avoid confrontation and learn how to control 
yourself. This in itself is also a life skill of conflict resolution or problem-solving: 
“Like `Y`, just go away when a friend annoys you and cool from somewhere else”. (PN0067) 
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In some cases, children expressed the need to forgive each other to sustain friendship: 
“If you do not forgive you can end being friends”. (PF0029) 
“Forgiving can make children who have quarrelled to become friends again” (PN0067) 
Children seem to find it difficult to get another friend when they lose one and 
moreover friends are still needed. 
“When a friend annoys you, and you separate it may be difficult to get another one”. (PF0028) 
“That is why me, I do not want to annoy friends” (PF0026) 
  
One teacher summarised it all and said: 
“Children are naturally friendly and enjoy being together as friends” (T016) 
The responses in this section suggest that life skills ae important for children because 
of their protective function and role in promoting positive choices.  The next section 
discusses in more detail how these life skills influence children’s lives. 
 
5.6: Evidence of how life skills education has influenced pupils’ lives 
 
Respondents from each category gave responses which reflected evidence of 
influences of life skills education on pupils’ day to day living. Pupils’ responses 
indicated that they seemed to understand the value of life skills and that they appeared 
to subscribe to some of the values put forward by the life skills curriculum, such as 
respect for others, critical thinking, assertiveness, problem-solving, conflict 
resolution, self-awareness, empathy, peer pressure and resistance, decision-making 
and children being conscious about their security. Children’s analysis of their actions 
appeared to show their level of self-awareness and social awareness. For example one 
child explained that: 
“It is bad to steal an orange because when the others are sharing he will also share again”. 
(PC0012) 
When probed to clarify, pupils explained that: 
“The one who stole and ate an orange alone will share the remaining oranges with the colleagues who 
did not steal”. (PC0012, PC0011, PC0015) 
This means that children have been nurtured to know that stealing is bad. In all the 24 
focus group discussion sessions, children said that stealing is bad. The above and the 
following illustrate the extent of their knowledge:  
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“When you steal sugar and mammy comes, you hide and wipe your mouth, you do deny, you don’t want 
to be known”. (PC0011) 
“When you steal you deny because they can cane you”. (PCOO13) 
There was also evidence of pupils’ assertiveness competencies, in pupils’, parents’ 
and teachers’ responses. When at home children are assertive enough to ask their 
parents to help them do homework: 
“When at home, I do my homework and finish. Sometimes when I do not understand a number, I ask 
my mother or brother to help me”. (PW0117) 
Even when at school children are also assertive enough to ask their teachers or their 
neighbours to help them when they have anything they do not know:  
“You can be number one when anything you do not know you ask your teacher or your neighbour who 
is always number one”. (PW0116) 
Parents were also aware of the level of assertiveness of their children: 
”One evening while in the sitting room, I started smoking and my daughter in P2 told me that smoking 
is bad because their teacher told them not to smoke or sit near people who are smoking. Surprisingly 
she asked whether she should go out of the sitting room”. (P013) 
This was supported by pupils when they referred to what they learnt in class: 
“We learnt in class that we are not supposed to take drugs or smoke’’.  
(PST0098). 
And another pupil confirmed:  
“Yes our teacher said taking alcohol spoils children”. (PST0096) 
 
There were two picture scenes which reflected children getting reports at the end of 
the year or term and parents hugging their best performing children. In the context of 
these scenes, children talked about performance and the benefits that accrue from hard 
work at school.  
Three pupils in one school explained how they assertively seek clarification from 
teachers: 
 “For me, if I have not understood, I ask the teacher and then the teacher repeats for you and you can 
understand’’. (PV0105). 
 “For me if a teacher teaches even a hundred times and I have not understood, I will just ask for an 
example’’. (PV0103) 
 
And another pupil interjected that asking for an exercise is the way to go:  
“Then I ask for an exercise to show if I have understood’’. (PV0101). 
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Responses from children reflected children’s self-awareness and self-esteem in many 
ways. When talking about their performance at school, children exhibited a level of 
ability to analyse and reflect on issues in their education. For example, this pupil was 
aware of what position he would get at the end of the term: 
 “My position will be number one or number two because I know all the subjects”. (PQ0083) 
The pupils were also aware of how one could secure number one place:  
“To become number one you have to struggle with reading”. (PY0118) 
 “Me, I will be the third this term because I am working very hard and I participate in class work. 
When I do not know, I ask the teacher”. (PN0068) 
 
Children’s discussion on issues of their performance is indicated in the following 
extract of what transpired at one point in a primary five class group interview when 
children talked about their performance at school: 
“Me, when I am the first and I go home my parents give me gifts”. (PM0064) 
(At this time, a discussion which was left to flow continued as reflected below): 
 “But it is your sister who is always the first”. (PM0061) 
“This one is even the one who fights with boys”. (PM0063) 
“But she is now declining”. (PM0065) 
(She replied) 
 “But now I am changing. I want to be the first so that when I go home they can continue giving me 
gifts. Because when I am like the tenth they buy for me bad gifts. Because for me they just take me to 
my sister`s university. But my sister goes to a party and enjoys”. (PM0064) 
“I know why she has changed. She does not want to behave like children again. She wants to grow 
older than her age”. (PM0065) 
“Like on Fridays, during the assembly it is our class to read the message of the week. I feel well and 
happy when I am picked to read and when we go to class the teacher says you did a good job”. 
(PM0064) 
 
Still in relation to their education, children were also aware of their future needs and 
talked about the jobs they prefer to take up when they grow up. Their responses show 
a high level of aspiration which could be seen as an indication of their levels of self-
esteem. 
A pupil said he wanted to become a lawyer and why: 
“I want to become a lawyer-( okuza abantu mumbera) meaning to rehabilitate people”. (PC0015) 
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Some pupils, have noted how people in the country suffer and would like to save 
them, thus demonstrating empathy: 
“I want to be a doctor so that I can help those poor and old people who are just barked at in hospitals 
so that they can live longer”. (PS0092) 
Some children like this one were aware of what jobs in the country people say bring a 
lot of money and opted to take on one in future: 
“I want to be a manager because a manager gets money”. (PY0116) 
Some children have been convinced because of what they see the teacher doing and 
would like to become teachers: 
“I want to be a teacher because a teacher teaches children”. (PY0117) 
“I want to be a teacher because a teacher teaches children every day and tells children correct 
things”.  (PY0118) 
 “I want to be a teacher so that I teach children good manners”. (PB0006) 
One pupil felt being a pilot is good because he wants to fly with his people: 
“I want to be a pilot because I want to carry my people in my plane”. (PY019) 
 
There was more evidence of children’s assertiveness from parents who bore witness 
of how freely the children in their school expressed themselves: 
 “I am a parent of grown up children. I have a grandchild in this school. For the little time I have 
observed, I feel that the school is making children have self-esteem because these children can express 
themselves freely to us the parents compared to my own children whom I had. These children express 
themselves freely to us the parents or even to the teachers’’ (PFGB005). 
“Children these days speak without fear”. (PFGB006)  
 
“Yes, that is right”. (PFGB007) 
 
Another parent explained and in a way supported children growing up with 
responsibility and assertiveness: 
“I feel that the modern way in our school here is making children grow up with responsibility and also 
assertiveness. You go and touch these children here, they call them bad touches, they will tell you 
openly without fear”. (PFGB005) 
 
 On assertiveness, another parent added that children also have self-esteem: 
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“If a teacher touches them, they can say, ‘aaaah, teacher so and so was touching my breast, openly’ or 
‘so and so… , my neighbour… was doing this’ So I think this school is trying to make these children to 
be assertive and have self-esteem’’. (PFGB005) 
 
To confirm what the parents are saying, one pupil in one of the group interviews 
explained what a bad touch is: 
“There is some girl … they seemed to be playing and then one boy touched the breast, and that is what 
they call bad touches”. (PP0080) 
 
In the same context, pupils’ responses supported what the parents were saying: 
“When my parents tell me they want me to marry, I tell them I have not reached getting married”. 
(PM0061) 
 
This was further supported by the teachers: 
“These days when you the teacher soil your dress, these children can come and tell you that ‘teacher, 
you have soiled your dress – we admire the modern way of handling these children. I feel that our 
primary school children today are assertive and confident’’. (T009). 
 
The parents interviewed seemed to have experienced their children telling them about 
certain things the children felt their parents ought to do or not to do. 
 
Further evidence of personal development in terms of critical thinking, empathy, 
conflict resolution, peer pressure resistance and children being conscious about their 
security was also reflected in their responses.  These responses are described next.  
 
A number of pupils’ responses in both primary five and primary two reflected a level 
of problem-solving and conflict resolution skills among the children. Most of them 
came from a discussion that was ignited by a fighting scene in one of the pictures used 
to facilitate the group interviews for pupils. In this scene, two children were fighting 
while one of the children was separating those who were fighting. Included here are 
also responses that reflected a recognizable level of violence and indiscipline in 
primary schools. The responses quoted here show how children are reacting to this 
violence and the reaction seems to signify positive life skills education influence on 
their day to day living. 
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In every group interview children said:  
“Fighting is bad”    
 
Children explained why people fight: 
“People fight because they quarrel. Quarrelling results from misunderstanding”. (PN0070) 
According to children the consequence of this fighting is growing up badly: 
“When you fight you may grow up badly”. (PM0062) 
Children went further to say that another consequence of fighting is injury:  
“Fighting may lead to breaking one’s leg”. (PM0063) 
Children were also aware that fighting could also result in death: 
 “You can be fighting and someone dies in your hands. That will be your responsibility”. (PN0066) 
 
Children showed an awareness of ways of intervening when fighting occurs and 
resolving the situations when fights are concluded.  Children gave two options that 
could enable them avoid fighting: 
“We avoid fighting by forgiving each other or take one who is wrong to the teacher”. (PC0013) 
 
Children explained what one should do when friends are fighting: 
“When my friends are fighting I separate them’. (PW0107) 
 “When you are separated you need to stop fighting”. (PW0109) 
“If your colleagues are fighting, you have to separate them. If you do not and a person finds you, she 
will not understand you”. (PN0066) 
 
Children described how they separate those fighting to save the continuity of the play:  
“When friends start fighting during a game we separate them and tell them not to fight again. We 
continue playing and sometimes, by the end of the game these may be friends again”. (P5P0078) 
The children also testified on their parents’ role when they (the children) conflict 
while at home: 
“At home, when we fight my mother separates us and tells us not to fight again”. (PF0026) 
Another pupil described an experience the day before the interview: 
“Yesterday ‘Z’ kicked me. I wanted to stone him but ‘R’ stopped me”. (PC0013) 
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A number of pupils’ responses also provided evidence of pupils’ conflict resolution 
competencies:  
“When you are separating people who are fighting tell them to forgive each other if they don’t, they 
will stop being friends”. (P5Q0082) 
“Ataasa abera nga tayagala balwane bamutte, naye yenyini aba tayagala kulwana (The one separating 
does not want the one being fought to be killed and he himself doesn’t want to fight)”. (PA0003) 
“When you have fought with someone, you need to ask for forgiveness and become friends”. 
(PM0065) 
“Someone boxed me in the eye and she ran away and I left him”. (PY0119) 
 
 According to children, saying sorry and apologizing is the key solution to the 
conflicts children have. A number of children’s responses showed how, if 
implemented, their critical analysis of problem situations and how they should be 
solved can keep them safe or secure.  In these responses they demonstrate an 
understanding of why fighting happens, how it can be avoided and how it can be 
resolved when it does happen. 
 
According to children anger can be solved by apology: 
“When someone annoys me I feel like I want to strangle the person but if he apologizes I forgive”. 
(PR0087) 
For the children even when you beat someone you have to apologise: 
“When you beat someone you have to apologise”. (PY0117) 
Children observed that even when you hurt somebody, you should say sorry and solve 
the problem: 
“When you hurt someone it is good to say sorry”. (PY0118) 
 
“When you say sorry to a friend you become friends”. (PD0019) 
 
Equally, they explained how one should forgive if others cause you pain: 
“My friend hit me with a stone then they took me to the teacher and they asked me to forgive him. I was 
feeling pain but I forgave him”. (PM0064) 
‘When we are playing and a friend kicks me, I sometimes endure and forgive him and we continue 
playing’ (P5O 0075) 
 
“We were playing, my friend knocked me down accidentally and I forgave her”. (P5O0072) 
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For children, saying sorry is also the way to go when you have a problem with your 
parents:  
 “When I have done wrong and my parent wants to cane me I say forgive me and they forgive me”. 
(PD0018) 
  
This child gave reasons why children should forgive: 
“Forgiving can make you friends and you can even hug each other”. (PM0061) 
Children were aware that normally to resolve conflict and maintain friendship, they 
need to repent or be sorry: 
“People can fight and come back together and cooperate after repentance or being sorry. You say 
forgive me I will not do it again”. (PN0067) 
 
Another pupil’s response reflected a level of maturity in critical thinking. She clearly 
explained the genuine causes of losing friends and the need to avoid peer pressure: 
“Quarrelling, fighting and bad advising make you leave some friends. Now you are friends and he says 
let us go and steal. That is bad advice. You leave him”. (PF0027) 
There were also responses of children in different schools which showed that both the 
home and the school had enabled children to develop a level of noticeable life skills: 
 “When my friends tell me to steal something on the way to eat, I refuse. My mother has told me not to 
eat. My mother says if you eat they may have bewitched it and you die’’. (PW106). 
 
Children felt that feeling pity is a precautionary measure against fighting:  
“You need to feel pity for others because when you don’t you will continue fighting”. (PM0064) 
 
 
 
Children also testified on experiences of empathic feelings:  
 “When someone is hurt you need to help instead of just standing there”. (PY0120) 
 In a high level of reflection that demonstrates the ability to analyse a social situation, 
a pupil explained that: 
“When I see my friends fighting, I separate them and counsel them that when you fight you lose dignity 
because fighting is not for mature people”. (PN0067) 
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And another pupil observed that: 
“You may fight with your friends and bring for your parents problems”. (PN0068) 
 
Responses also brought out evidence of how the wider school environment (out of 
class) activities facilitate development of pupils’ life skills. For example, during play, 
certain situations can facilitate pupils’ development of life skills:  
“We were playing football, I scored, but when I started running and rejoicing, a boy put his leg and I 
fell down. I got up and boxed that boy. Friends separated us. We were then taken to a teacher who saw 
us fighting. He told us that fighting is bad and he asked me to shake hands with that boy. We are now 
friends and we play together”. (P5Q0084). 
 
Children were aware that there is need for them to be socially aware and to behave 
responsibly to solve any inherent conflicts in certain situations.  For example, children 
understood that fighting on the way to school or home could make them lose dignity: 
“When you are going on the way and you fight, abuse each other and people see you, you lose dignity 
and even … makes your school to get despised”. (PN0069) 
This pupil gave a testimony of how she avoids conflict on the way home: 
“Sometimes when friends are going home they fight on the way but for me I have learnt from my 
friends’ self-respect and sharing, I just look at them”. (PN0070) 
This child seemed to say that you can play with those who do not like you but you do 
not reveal your dislike: 
 “Sometimes … play with those who do not like you but you do not show them”. (PN0067) 
What the following child said, supports what those above are saying because she said 
that it is what you do that earns you respect: 
“Ebikolwa byokola byebikuwesa ekitibwa” (It is what you do that earn you respect) (PN0068) 
 
 
 
In relation to their own security, one of the issues of which children were acutely 
aware, was the risk of sexual advances and premature engagement in sexual activity.  
Pupils said that abstinence from sex was the way to go because they were taught by 
their teacher: 
 “Our teacher taught us to abstain from sex. She said you can get AIDS or become pregnant”. 
(PT0097) 
 “She told us to avoid bad touches and say no to sex”. (PT096) 
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This pupil explained how she reacted to advances: 
“When a man wants to touch me or says ‘’I love you’’, I say “no” and run away’’. (PT0100) 
 
While the children quoted above were from one class, children from other schools 
also seemed to have the same idea of saying no to sex because they were taught. The 
children related what they had been told about sex and its dangers. 
Pupils said their teacher said: 
“Sex is bad; our teacher told us it brings AIDS”. (PA0001) 
 
Giving the reason that: 
“AIDS kills”. (PA0003) 
 
And another reason pupils gave was that AIDS causes death: 
“Me I don’t want sex because I don’t want to die of AIDS”. (PA005) 
 
Some children were told by teachers to avoid sex before marriage because of the risk 
of HIV: 
“For us, teachers tell us to avoid sex before marriage and also say it can give us HIV”.  (PR0086) 
 
That is why the following pupil said she had no boyfriend because she wanted to 
avoid getting AIDS:  
“Ssebo nze sirina mulenzi, nyinza okufuna AIDS”. (Sir I do not have a boy, I can get AIDS)(PH0036) 
 
Sex was also cited by children as one of the reasons why children drop out of school.   
The children explained how getting involved in sex diverts children from the course 
of their education. Their responses suggest that such children are capable of analysing 
social situations and other people’s behaviour: 
“Omwana bwabera omwenzi, buli kasera amagezi ge gabera makyamu nga tatunula abasomesa bye 
basomesa” (‘When a child gets involved in sex, all his or her intelligence is disoriented and cannot see 
(understand) what the teachers are teaching’) (PB0009) 
 
“Obwenzi buleta obutasoma kubanga ofuna omwana, ofuna obulwadde”. (‘Sex can cause dropping out 
because you can become pregnant or get sickness (STDs)’) (PB0010) 
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Other reasons children gave for school drop-out were not being clever, consequent 
lack of effort and being tempted by money tokens, . 
Children described how some children are enticed away from school with offers of 
money. These children may lack the ability to say no to advances and are 
consequently enticed with gifts of a few shillings and drop out of school: 
“Some children bagenda eyo nebabalimba olwobusente nebaleka okusoma”. (‘Some children go there 
in the country side and they are deceived with money tokens and they leave schooling’). (PQ0082) 
 
Some children drop out because, unlike others quoted in this section, they have 
difficulty with learning at school.  In this quote there is a suggestion that such pupils 
do not study well and perhaps are not able to seek help in their learning: 
“Children normally fail to study and complete successfully because they are not clever”. (PB0010) 
These responses from children on why and how children drop out of school are 
indicative of reflective ability which is a component of critical thinking. Children 
exhibited an ability to analyse the potential causes and consequences of their own 
behaviour and the behaviour of others.  Such knowledge and awareness of threats to 
staying in school has the potential to strengthen children’s decision-making skills, 
assertiveness and self-esteem when they are confronted by similar situations in life.  
 
5.7: Influences on children’s life skills development 
 
Responses from pupils, teachers, head teachers, CCTs, and education officials showed 
that a number of factors influence the development of pupils’ life skills development. 
These influences include; school and home factors, broader culture and laws. School 
factors reflected in the responses included methods, training and resources. Amongst 
the home factors were parents’ role, competence and attitude. There were also factors 
emanating from the relationship between home and school. There were further 
influences from broader culture and laws. Tradition and culture were seen as 
influencing children’s life skills development through child initiation and parenting 
styles. According to parents, western culture and degeneration of traditional values in 
society influence the development of pupils’ life skills.  These factors are discussed 
below in this section. 
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5.7.1: School influences on children’s life skills development 
 
This section describes school and home influences on children’s life skills 
development. At school the major influencing factors are the methods and strategies 
used in the teaching learning process. Since life skills were an intervention, the issues 
of teacher orientation, training and resource support were paramount. Teacher 
orientation and training were supposed to equip the teachers with life skills education 
pedagogical competencies that would enable them to facilitate pupils’ development of 
life skills. At school there were also influences from out of school activities that also 
facilitated pupils’ life skills development.  
 
5.7.1.1: Methods and other approaches 
 
Data from Coordinating Centre Tutors (CCTs), primary two and primary five 
teachers, children and parents demonstrated how methods used in the instructional 
process had potential in facilitating the development of children’s life skills. One of 
the most commonly used teaching techniques was question and answer. Pupils, 
teachers and head teachers explained how question and answer was used during 
teaching and learning in the classroom and how it (question and answer) could 
facilitate pupils’ development of certain life skills.   
When the teachers acknowledged learners’ responses with appreciation and praise, the 
children felt proud and confident to put up their hands and gave answers another time. 
When teachers positively acknowledge pupils’ answers, the pupils feel proud and 
confident: 
“I put up my hand every time a teacher asks a question. And … yes feel very proud when I give a 
correct answer and the teacher says very good”. (PT0099) 
 
“When I give an answer and the teacher says ‘very good’… you feel very good’’. (PX0111) 
 
 The pride and self-esteem encourages them to put up hands another time the teacher 
asks a question because they are confident they know the answer and they want to tell 
the teacher: 
“You put up your hand because you want to tell the teacher the answer”. (PY0116) 
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“Sir, oooooh!!!!, I make sure I put up my hand again” (PX0113) 
“Knowing the answer gives you the strength to put up your hand”. (PM0062) 
 
It is the nature of appreciation and acknowledgement from the teacher that encourages 
the children to put up hands another time the teacher asks a question: 
“When the teacher says ‘very good’ when I give an answer, I am encouraged to put up my hand and 
answer again”. (PM0063) 
 
Some of the common modes of teacher acknowledgement of pupils’ responses to 
teachers’ questions were ‘very good’ and ‘clap for him or her’. This seemed to be a 
recipe for self-awareness and self-esteem: 
“When I give a correct answer I want the teacher to say ‘’very good’’ and clap for him and you first 
boast”. (PST099). 
“When the teacher tells the class to give me flowers or clap for me, “Y” (used his name) feels like a 
boss’’ (PX0114). 
It is the feelings that the children have during question and answer time that sustain 
their participation in the lessons.  The positive feelings of children were sustained by 
being acknowledged by the teacher for giving correct answers. This, according to the 
children, made them feel good and proud: 
“Owulira bulungi bwowa answer entufu omusomesa nakugamba very good (meaning; you feel good 
when you give a correct answer and the teacher says; very good)”. (PST100). 
 
“When the teacher asks a question another day, you boast again and be like a boss in the whole class”. 
(PST96) 
 The teachers themselves confirmed that when they use question and answer 
technique in the teaching learning process, they develop pupils’ critical and creative 
thinking. 
The questions encourage children to think as they reflect on the answer to the 
question. This thinking may be a recipe for development of life skills like critical or 
creative thinking: 
“When I ask questions, I make children to think critically and sometimes depending on how my 
questions have been phrased, creatively”. (T014). 
That is why these three teachers confirmed that: 
“My pupils have developed critical thinking because of the effort they make to answer my questions”. 
(T024). 
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“Sir, me, I like posing questions, they make children think”. (T001) 
 
“Me personally, I enjoy that situation in the class after asking a question. You see children putting up 
hands and withdrawing them, some putting up hands and saying sir! Sir!.., others putting together 
heads and whispering to each other, sir many things, they are thinking”. (T012) 
To confirm what the teachers were saying in relation to what goes on in the mind of 
the pupil, one pupil said: 
“Omusomesa bwabuzza ekibuzo, osoka nolowoza mu kyogenda okuddamu” (Meaning: “When a 
teacher asks a question, you first think about what you are going to answer”) (PM0063) 
Head teachers also appreciated the need for pupils’ critical thinking which is 
enhanced by questioning during teaching and learning. According to the head 
teachers, it facilitates children’s attentive listening and creative thinking: 
“Critical thinking helps them to listen attentively”. (HT002) 
 “Through critical thinking children develop creative thinking”.  (HT001) 
All the above were also confirmed by a primary five teacher whose response was: 
“In my teaching, I use question and answer in every lesson. There is no way you can avoid it. But it 
helps to facilitate children’s development of different life skills. For example, to think about the answer 
to the question, develops critical thinking, when the child gives a correct answer and I say very good, 
the child feels big and will have the confidence to continue putting up the hand because he/she knows 
can give another good answer (this is self-awareness) and be praised with very good again, there are 
many others sir’’. (T016). 
Critical thinking involves analysing and evaluating information (see chapter 3).  
Teachers seem to view questioning as a way of prompting this kind of reflection in 
children, thus promoting critical thinking. 
 
Question and answer was also seen a s a way of developing self-confidence and 
assertiveness.  A head teacher also explained and added another scenario that in case 
there are pupils who have not put up hands voluntarily, i.e., non-volunteers, teachers 
should pick them on to develop their confidence and assertiveness. 
“To develop assertiveness, sometimes when teaching, these children are very shy; pick on non-
volunteers so that when one gives the correct answer, he/she will be encouraged to put up the hand 
next time”. (HT003) 
A parent, whose response was in support of the above head teacher also, explained 
how to deal with children who do not put up hands during question time in class: 
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 “How to deal with children who may fear to participate in the class, put up a hand half way if she he 
is not sure of the answer and immediately withdraw the hand when another one answers, for example 
4x4 = 10 fearing to be picked”. (PFGB008). 
 
During observation of a primary two lesson, (observation 18 - more details in chapter 
6) on things made in the community, the following was observed: 
Teacher: “‘M’, you put up your hand and then put it down. I know you can give us the correct answer, 
tell us what your mother makes at home”  
‘M’: “My mother makes baskets” 
 Teacher: “Very good, class, what does M’s mother make?” 
 Class: “M’s mother makes baskets.”  
Teacher: “Give ‘M’ flowers.” 
Class: “All rise up their hands and shake them as they move them towards ‘M’ to give her the 
flowers.” 
 
In addition to questioning, teachers’ responses reflected other ways and methods they 
use in the instructional process and how these facilitate pupils’ life skills 
development. 
A teacher explained that certain subject matter can facilitate development of 
children’s life skills: 
“When we teach subjects like Religious Education, our children are helped to develop many life skills. 
For example when you teach about how Jesus healed people, children start sympathizing and 
developing empathy for the sick’’. (T017). 
 
Teachers and head teachers explained that debate can facilitate pupils’ development 
of confidence, self-esteem and self-awareness. 
A head teacher felt that during debate children should be encouraged to speak in 
whatever they wish in order to become confident: 
“During debate, encourage pupils to say whatever they are thinking even with no good English. They 
have to participate and become confident”. (HT005) 
A primary five teacher asserted that in upper primary classes, other methods like 
debate facilitate pupils’ development of life skills of communication, creativity and 
critical thinking:  
 “I n this P5 class, I sometimes organize debates on some content issues. These help them to develop 
confidence, express themselves, communicate effectively, think critically and sometimes express 
themselves creatively” (T021).  
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A teacher went further and explained that the confidence the children get as they 
debate emanates into self-awareness and confidence:   
“The confidence the children get as they speak during debate develops their self-awareness and self-
esteem”. (T007) 
Another teacher added use of drama to debate and observed that debate and drama 
when used in teaching strengthen children’s confidence and self-esteem: 
“Sir, debate, drama and other methods when used in teaching make children have confidence and self-
esteem” (T004) 
 
One of the methods discussed in interviews with primary two teachers was small 
group methods. In Uganda there was a USAID project which bought furniture for 
primary one to three classes. These are small tables and small chairs which have 
enabled teachers to organize their classes into small groups. During the interviews 
teachers reiterated that the arrangement helps to develop different life skills in the 
pupils. 
 
Teachers explained that: 
“We have organized this class (primary two) into small groups. These small groups help children to 
develop teamwork, sharing, leadership (I have made it rotational in this class), negotiation, and 
problem-solving skills. The way they work also makes them to develop patience; for example one has to 
listen patiently when his friend is giving an idea. They even learn how to express themselves and 
therefore communicate effectively”. (T003) 
Teachers therefore appreciated the good job done by the project and how the small 
groups had become effective in facilitating pupils’ life skills development:  
“These whites did a good job for us. Sir, in these small groups, children develop friendship, learn how 
to work together, socialize, share and develop self-esteem and awareness. … You know they sometimes 
hold discussions in these small groups. When one gives a point and the others accept it he or she now 
knows can give a correct answer. This makes him or her walk with the head up” (T004). 
An interview with a teacher in another school revealed more information about the 
small group organization in primary one to primary three. The small group 
arrangement was an arrangement that was intended to facilitate the use of cooperative 
learning. This teacher confirmed that cooperative learning helps in developing life 
skills:  
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“I think you know that we have to use cooperative learning. Even this sitting arrangement (in small 
groups) was caused by the introduction of cooperative learning. Sir cooperative learning helps in the 
development of all life skills. These are life skills like self-esteem, self-awareness, tolerance, patience, 
effective communication, friendship, negotiation, what can I say”. (T011) 
 
In one interview, a teacher gave a practical example of how a role play could be seen 
developing confidence, and empathy. The teacher said:  
“Sometimes I use role plays here. These develop pupils’ confidence because children have to stand in 
front of the class and act, talk etc. One time children acted the role of a doctor and nurse. I tell you that 
lesson was very successful. I saw children caring and empathizing with the sick”. (T019). 
 
Another strategy that was evident in the schools that also appeared to facilitate pupils’ 
life skills development at school was compound messages. 
In one of the two focus group discussions I had with parents, one of the parents also 
made an observation and acknowledged the existence of written messages displayed 
in the school compound. The parent said: 
 “There is a programme which I have discovered as a parent. As you enter our school here, there are 
writings in the compound. These writings are; ‘stay safe’, ‘say no to sex’, ‘abstain from sex’ etc. these 
help our children’’. (PFGA004). 
 
In all the 12 primary schools I visited, these compound messages were in evidence 
and the teachers confirmed that they are intended to encourage incidental learning for 
all the children. These messages included, in addition to those aforementioned: 
 
‘‘Avoid bad touches’, ‘HIV kills’, ‘HIV is preventable’ ‘keep the compound clean’ etc.’’ 
 
Although this was a suggestion from this one parent, parents seemed to be aware that 
there were activities that could facilitate development of pupils’ life skills in their 
schools: 
 
 “Our school needs to organize interclass and interschool competitions because these help children to 
socialize, make desirable friends, and through their excelling in performance develop self-awareness, 
self-esteem, and confidence”. (PFGA001). 
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Children certainly saw the value of play in promoting friendship formation: 
 “As we play together we become friends”. (PI0044) 
“The people you always play with become your friends” (PE0023) 
 
The need for sharing was emphasized by pupils, head teachers, and teachers as a 
foundation for developing friendship and empathy. Teachers and head teachers 
explained how sharing could be encouraged during teaching and learning sessions in 
the classroom.  
“Bring children together so that they can share, cooperate”. (HT001) 
“Make children share instructional materials and other things to develop their life skills”. (T024) 
“There are those who are antisocial, like we have five sitter desks, but someone just sits and makes 
legs wide to deny others chance to sit. The teacher encourages them to sit properly and share”. 
(T008) 
Teachers and head teachers were aware of instances in the class when children needed 
to be encouraged to share. For example, when a teacher gave a task, she or he could 
move around and come across a child who was not writing because of the lack of a 
pen or pencil. The teacher could look around and then encourage any of the children 
who could be having two pens to help.  
“You may find someone not writing and you ask, why are you not writing? If she has no pen, you 
encourage others who may have two pens or pencils to give her”. (T005) 
And a head teacher appreciated that: 
“Many teachers in the classes do a good job. They encourage children to share and develop socially. 
Sir those are the life skills we want” (HT002). 
 
A number of pupils’ responses also brought out instances or situations that made them 
develop self-awareness and self-esteem. These included positive comments in their 
exercise books when they performed well, good positions on the report at the end of 
the term and success during play, especially when one scored: 
“When I score when playing a fibber ball, I become very proud and my friends thank me’’. 
(P5N0069) 
“One day I scored and my friends thanked me. I felt very happy”. (P5N OO66) 
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Normally when teachers give homework or an exercise in class, they write comments 
according to the nature of performance. According to children, positive comments 
encourage pupils and build confidence: 
“When the teacher puts good work in your book this makes you happy”. (PY0116) 
 
Awarding a numerical score, like 10 out of 10, was also effective. A pupil said that 
you can show your friends and they praise you:  
“When you have got 10 out of 10 you show your friends and they praise you”. (PM0064) 
At the end of the term or year children get reports. The position on the report has an 
effect on the feelings of the child. Children said they felt very happy and walked with 
their heads up when they were the first or in the upper most quarter. 
 
When a child is the first, he is happy and even has the courage to show the report to 
the parents. This appears to be a sign of self-esteem:  
“What makes me happy when I get a report is when I am the first, I will be happy and even make an 
alarm and my mother will also become very happy”. (PD0020) 
Children are aware of their ranking in the class: 
“When I look at a report, a good position makes me happy and I enjoy”. (PY0116) 
Pupils expressed their strong feelings of pride and happiness when they are the first 
and are called to go in front of the class to get their reports: 
“When you are number one and going in front of the class to get your report, you feel proud and 
happy”. (PD0018) 
“One day when I was in primary one, I came to school then everybody hugged me and told me I was 
the first in the whole school. I felt very proud”. (PM0063) 
The mood of the pupils during group interviews when the discussion turned to the 
positions on the reports and being number one or in the upper quarter was mixed. 
While some children spoke of improvement in their marks over the year, others 
became less talkative when this issue was being discussed. Thus, while position in the 
class appeared to be significant for all children, some children were inhibited in 
engaging in discussion around it, possibly because their own ranking was not 
favourable.  
 
All these are examples of how different methods and approaches were being used by 
the teachers to facilitate life skills development among primary school pupils. 
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However, responses from CCTs, head teachers and teachers reflected deficiencies in 
orientation and training which seemed to have had a negative influence on pupils’ life 
skills development. These are discussed below.  
 
5.7.1.2: Training and difficulties teachers experience in life skills education 
 
Life skills education is an innovation and approach in the nurturing of primary school 
pupils.  In this respect, teachers needed sufficient support in form of training that 
could orient them and help them to acquire the knowledge, skills and attitudes that 
could enable them to successfully facilitate children’s life skills development. The 
discussion in the preceding section reflects the need for teachers’ pedagogical 
competence in life skills education. This section reflects teachers’ responses on the 
extent of their competencies and speaks to the research question of the challenges in 
providing life skills education.  
 
Responses from teachers, head teachers and CCTs show that teachers in primary 
schools have divergent levels of competence in handling life skills education. 
On the one hand some teachers said they were competent enough to handle life skills 
education, because of workshops and CCTs’ Continuous Professional Development 
(CPD) workshops and seminars: 
“I feel I have had sufficient training from the workshops and CCTs CPDs and can handle life skills 
teaching effectively’”. (T003) 
 
“Our CCT is good; he organized follow up school based training which made me understand life skills 
education better”. (T007). 
 
Some of the interviewees benefited from the initial training conducted. The responses 
also seem to point to the level of commitment to the initial training: 
 
“In this school, I was the only one taken for training and my capacity to teach life skills is good. In 
other schools, they are there but some have been transferred’’. (T009)  “I took the initial training 
serious and gained a lot. I am convinced I can effectively teach”. (T001) 
There were some teachers who participated in the initial life skills education 
programme of BECCAD and who also attended the current thematic training in which 
life skills are integrated, like the following respondent: 
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“I am an experienced teacher. I attended life skills education orientation during the first life skills 
education here and added orientation during the current thematic curriculum. I am OK’’. (T014) 
 
On the other hand, there were some teachers who felt they were not competent 
enough to teach life skills but were nevertheless trying: 
“They only took one teacher from this school for training. Some of us were not trained. But we only 
manage because we read about life skills from the Thematic Curriculum syllabuses and teachers’ 
manuals’”.  (T011). 
 
“Although we are struggling to cope, we have a problem because at the training, life skills was only 
one session and it was not handled effectively. We need refresher courses to become more competent’’ 
(T008). 
“For me, I came to replace a teacher who was trained. She was transferred to another school. But I 
have read and I am using my experience. I am trying to cope” (T012). 
“I am teaching the class but to be honest, I need another training in order to become competent 
enough in teaching life skills’’. (T010) 
 
“You know on the day life skills was taught, there were other topics to be handled, so the time was not 
enough to make us competent enough to teach life skills effectively. However, I am trying”. (T018) 
 
 “Sir, for the P5 training I attended, there was very little said about life skills, I am just struggling” 
(T013) 
 
Responses from CCTs also reflected a feeling that their teachers had divergent 
competencies in the handling of life skills education. For example, this respondent 
echoed the problem of funding, inadequate time for training and busy schedules. 
“You know there is this problem of funding, we trained for only two days and there were many things to 
take the teachers through. Life skills had one short session. We have followed it up with school based 
CPDs but it has been difficult to cover all the schools due to our busy schedules’’. (CCT001). 
This CCT was confident the school based Continuous Professional Development she 
had conducted for her teachers had made teachers in her catchment area competent:  
 “I have conducted school based follow up training CPDs and these have helped my teachers to master 
life skills teaching’’ (CCT005). 
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In a number of cases, teachers’ competencies varied either because not all teachers 
received the necessary training or because there was no follow-up Continuous 
Professional Development (CPD) to consolidate the initial training.   
“The problem is that only one teacher was trained from each school. This teacher was supposed to 
take others through but no school based Continuous Professional Development workshops (CPDs) 
were organized in some schools. I think even the ability of the trained teacher to teach others were 
doubted as training was for a very short time’’ (CCT003). 
“The competence is maybe just 50/50”. (CCT002) 
“Sometimes the ministry does things in a very complicated way. The training was only given two days. 
We actually didn’t do much. These teachers needed a follow up which was hard to conduct in most 
schools. However, in some schools where the head teachers organized school based CPDs, teachers 
know what to do’’ (CCT003).    
“Maybe the problem is with few teachers who have been posted or transferred to this centre. Otherwise 
my teachers are competent because they were effectively handled in the training and follow up school 
based” CPDs’’. (CCT004). 
 The following teachers said their competence was derived from refresher courses: 
 
“I can prepare and handle life skills education with confidence. You know I have attended refresher 
courses with other NGOs that have life skills for HIV. These have consolidated my skills in handling 
life skills education in the thematic curriculum’’ (T005,  
 
“Sir, I am O.K., I have had sufficient refresher courses with NGOs”. T024). 
 
One education officer was also aware of the inadequate training and emphasized the 
need for further training because of the inadequate initial training: 
 “There is need for further training of all our teachers through workshops, seminars and retreats. The 
initial training was not sufficient”. (ED002) 
 
5.7.1.3: Impact of resources 
 
Responses from head teachers and teachers included resources as a necessity for 
successful implementation of life skills education. However, the responses reflected 
deficiency in this area. In some cases the respondents gave advice on how the 
situation can be corrected. 
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There is need for more funding to improve the quality of Life Skills Education: 
“More funding for life skills education activities can improve the quality of life skills education”. 
(HT009)   
According to teachers, instructional materials can improve quality of teaching because 
this will facilitate hands on learning as teachers teach: 
“There is need for more instructional materials. You can imagine in some lessons we just talk”. 
(T018) 
 
An education officer felt that as an innovation, the provision of reading materials is 
necessary: 
“Being something new, literature will increase peoples’ knowledge base. I know Africans have very 
poor reading culture but sometimes people are forced to read when there are some simple readers 
around”. (ED003) 
 
Head teachers agreed that life skills education is inhibited by inadequate instructional 
materials: 
“We have inadequate or no instructional materials for our teachers to use in the classrooms”. 
(HT008) 
They also noted that there are large numbers of children in each class: 
“In the whole school, our classes have very large numbers”. (HT005) 
Head teachers felt that large classes consequently hamper individual pupil attention 
which is essential to facilitate life skills development in children:  
“Teachers in classes have limited individual attention”. (HT006). 
“The situation of big numbers is a real deterrent of proper teaching and nurture of our children’s life 
skills development”. (HT006) 
 
5.7.2: Home influences 
 
Responses from parents, teachers and pupils indicated that parents have a major role 
to play in facilitating the development of their children’s life skills. These responses 
also reflect the level of competence the parents have in facilitating their children’s life 
skills development. 
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Some comments highlighted the role of parents in protecting children from unwanted 
sexual encounters.  This pupil explained how parents teach children about safe 
behaviour.  Parents caution their children to avoid grown up men: 
“Abazadde baffe tebatukiriza kugenda ewa basajja bakulu” (Meaning: ‘Our parents do not allow us to 
go to grown up men’) (PB0008) 
 
This parent emphasized the importance of parents as role models: 
 
“If you are a single parent who is a lady, you have to respect yourself, when you don’t, you can even 
fail to make those children do the right thing which you want those children to be’’. (PFGB008) 
One parent felt that parents should monitor the type of friends their children get and 
said: 
“I think parents should monitor the type of your children’s friends. Even the neighbours; try to restrain 
your children from mixing with them”. (PFGB006) 
 
 
Some parents were aware and convinced that they need to react to their children’s 
demands positively in order to enhance the development of their children’s life skills 
development: 
“I f I am at the wrong the child has the right to tell me that ‘Daddy, this is wrong’ If she says I am 
supposed to do this and that, I say I am sorry. I have to see, I have to think why she is saying like this 
… I have to weigh it as a human being and react positively to support the child’s self-esteem, 
confidence and assertiveness’’. (PFGB005) 
 
Parents were aware their children advise them but they wanted to keep their 
responsive status of reciprocating with a counter advice: 
 “When a child tells me about anything I have done wrong, I say sorry but tell her; you should not 
forget doing good things’’. (PFGB005) 
 
The same parent explained that parents’ caution should be integrated with critical 
reflection because the parent needs to weigh whether what the child is doing is good 
and nurturing:  
“You need to find out whether what your child is doing is good. Ask yourself whether it can bring this 
poor little girl up. Then you tell her you are right but advise her not to forget she should continue’’. 
(PFGB005) 
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Parents need to listen but not to be harsh to their children: 
 “If you are doing something which your child sees as bad and she tells you, for example, mammy what 
are you doing, you should apologize because they have heard it and will not forget. If a child tells me, 
daddy you are a drunkard and teacher so and so told us that we should not drink then the child is right. 
We the parents need to listen to these children and not buck at them’’. (PFGB006) 
 
 
The parents quoted thus far were generally from the urbanised Kampala district.  In 
most African cultures children should not contradict parents. In this context, one 
parent during one of the focus group discussions insisted a child should not contradict 
her. She said: 
“Me!!! I will not allow my child to tell me, mummy what you are doing is wrong I have already told my 
grandchild to respect me. I even rebuke. For a child to tell me you are wrong, I say you are a child, I 
am right”.  (PFGB007) 
 
 The following responses are from the deep rural district of Manafwa where the main 
initiation ceremony for boys is circumcision. 
One parent observed that children have to respect their parents and said: 
Children have to respect what parents tell them to do. It is parents who know and can guide children’s 
upbringing”. (P019) 
 
It seems that parents in the villages have divergent attitudes about their children’s 
behaviour and this causes difficulties for those who wish to control their children’s 
behaviour more. In this context one parent was concerned about the contradictions 
among parents: 
 “We the parents have a problem. We don’t speak the same language. When you want to guide your 
children others leave theirs free. When you give your children freedom to express themselves others 
feel that you are spoiling them. And your children start thinking you don’t like them. Let the school 
help us”. (P016) 
In support of the above, the parent below generalized that most of the parents in 
Manafwa district oppress their children: 
“Most of the parents in Manafwa here oppress their children. For them a parent is final. If a child has 
an idea he is not allowed to express. This is partly culture and some are just individual”. (HT005) 
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In support of parents oppressing their children, the following teacher said: 
 “If a child says mammy I am not going to do that, it is a very big offence, because it is considered 
undermining the parent”. (T002) 
 
However, the same parent observed that oppression depends on the nature of the 
family: 
“Oppression depends on the nature of the family, for example elite parents are open and can allow 
children to express themselves while illiterate parents tend to stick to cultural norms where a child 
should remain silent. And the majority of our children here are from non-elite homes”. (T002) 
Another parent remarked that parents who have dropped out of primary school may 
not have sufficient life skills education knowledge base: 
“Most parents who are primary school drop outs may not be knowledgeable in developing life skills”. 
(CCT001)  
 
5.7.3: Home and school influences 
 
Over 90% of the children who participated in this study leave home and go to school 
very early and come back home in the evening. On weekends the children are at 
home. These children inevitably live in two worlds. At home the children are with 
their parents. At school the children are with their teachers. The nurture of these 
children in these two worlds seems to be in some cases contradictory. 
 
Responses from parents, teachers and pupils reflect a level of parents’ attitudes and 
practices in the home interfering with the development of pupils’ life skills. When 
interviewing pupils, their responses reflected instances when children get confused 
about the right thing to do and received conflicting messages about values like 
sharing. For example, pupils are given certain things to go with to school like pens 
and food. Some pupils and teachers reported that parents did not want their children to 
share these scarce resources: 
“Bwempa mukwanno gwange ekalamu, bazzadde bange bangamba mbu todamu kugaba” (“When I 
give a friend a pencil, my parents tell me not to give again”) (PO0073) 
 
“When I give my friend a pencil my parents say I am wasting their money”. (PD0017) 
“Pupils come here from home and when at school here we encourage children to share. When they go 
home, they get some homes where they do not like to share”. (T007) 
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“There is a situation when a parent buys two pencils. The child comes to school and shares it with a 
friend. When she goes back home, the parent will ask, `I bought a long pencil why is it becoming 
shorter and shorter? ` The child says my teacher told me to share with a friend. The parent can reply, I 
do not want that, tell them it is mine and not their money”. (T010) 
 
Most of the Ugandan schools are deep rural schools. Most of the parents of the 
children in these schools are poor peasant farmers who cannot afford basic needs for 
their school-age children. However, on some days, they give them something to eat 
while at school. Responses from all teachers interviewed, reflects a very big problem 
in developing the value of sharing, which is one of the key indicators of life skills like 
empathy and friendship formation in children.  
 
 
Teachers fear to ask children to share because it can cause conflict with parents: 
“Sir, you cannot ask these children to share what they have brought to eat because you can get 
problems with parents’’. (T024).   
 
I was present in two different schools and witnessed the following two different 
opposing scenarios: 
In one school, before children went out for break, the teacher asked the children to first get their bags 
and get something to eat. Each child got his or her bag and opened it. They had carried each a variety 
of food I think according to the social economic status of the home. For example some had cakes, with 
juice, others a slice of bread, others hardly anything nice to present. But, each one ate alone and 
finished or kept part, I think for lunch. This was a primary two class where children are still in their 
formative years. I went to another school (the only difference is this was a boarding school) where a 
parent brought some bananas and oranges for his child. The child went out and received the package 
from the parent, but when she came in the class, the class teacher announced, “Today A’s parent has 
brought for us eats. Have you seen them? We are going to share before we go for break. Please clap 
for A and her parent.”  The class clapped and before they went for break they shared.         
 
The scenario of children eating alone was evident in the majority of the schools used 
in this study where parents pack some food. This seems to cause a lot of concern 
especially for the primary two classes in Uganda which are constituted by pupils who 
are in their formative years.  The problem of sharing was also evident in the responses 
from more than half of the pupils interviewed. 
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However, there were children who were even being interviewed together who had 
different experiences on sharing. Below are two extracts from two interviews:  
Interviewer: “At school, sometimes your friends do not have what you have, for example groundnuts, 
pens, and books. What do you do for them?” 
Interviewee: “We give them (mixed- not all)”. 
Interviewer: “Do your parents appreciate when you share things like pens?” 
Interviewees: “No” (in chorus). 
Interviewer: “Why?” 
Interviewees: “They beat you” (some), “they back at you” (others).   
This extract shows that much as some parents are negative about sharing, the children 
seem to have been influenced by conditions at school to share. 
Interviewer: “In this school you have friends who come from homes where the parents cannot provide 
certain things, is it true?” 
Interviewees: “Yes” (all) 
Interviewer: “What things do they normally lack?” 
Interviewees: “pens, pencils and eats” (at random). 
Interviewer: “How do you help them?” 
Interviewees:  “Me, my father bought for me a box of pencils so that when my friends do not have I 
help.”(Another interviewee) “For me when a friend has no book, I give”. (Interviewee) 
“When my friends have no eats (food items) I help them and we share”. 
Interviewer: “Do your parents appreciate your giving away of these things?” 
Interviewee: (divided) some, “‘they bark at you’ and others ‘it is ok’” 
 
Pupils were also very critical about some parents’ failure to provide something for 
their children to eat when at school. According to pupils, the children who are not 
given anything to eat at school by parents become disgusting beggars at school. But 
the children are aware of the problem and blamed the parents: 
“Some parents are not good they do not provide anything for their children to eat when at school. 
Aaaah, these children beg everything they see you eating” (PQ0082) 
Pupils blame this situation entirely on parents: 
“This results from parents; a child comes from home when he/she has not eaten food or taken 
porridge”. (PQ0081) 
 
This is a dangerous situation for children as observed by one of the pupils: 
 “For example you can be there on the way then someone comes with money and gives it to you, you 
are hungry, automatically you will go and work for that person. Those are some of the bad 
behaviours”. (PC0083) 
183 
 
 
 However, another pupil emphasised the importance of coming to school even if one 
does not have enough to eat: 
 
“When your parent pays fees with no money for food come and study because the most important thing 
is schooling”. (PQ0084) 
One teacher said that children’s ability to appreciate may also be hampered by home 
background: 
“Some children come from homes where when given something, they do not say thank you. Now when 
they come to school and a friend gives them a pan cake, they do not say thank you because it is not 
promoted right away from home”. (T015) 
One head teacher summarized it all and said  
“Our children humanly have a problem, they need to be guided and counselled. …parents are saying 
these …teachers are saying that…peers are also interfering. Surely what do we want these poor human 
beings to do?” (HT007)   
Because of the problems head teachers have noted about parents, they feel it is 
important that parents are brought on board in promoting life skills education: 
“We need to sensitize our parents and even … create teacher parent linkage on life skills education”. 
(HT001) 
On the other hand responses from all parents, in many ways lay heavy responsibility 
on teachers as the main participants in developing pupils’ life skills. The parents 
expressed all these in terms of description of good teachers, practice in the class, 
talent development, co-curricular or out of class activities, friendship formation and 
security.  
For the parents, good teachers are those who correct children. They specifically do not 
like arrogant teachers: 
“Good teachers are those who can correct children where they have made a mistake not one who is 
arrogant’’. (P011). 
These good teachers should also make effort to develop the talents of the children to 
consolidate their self-esteem and confidence:  
 “Develop the talents of children in their potential areas to strengthen their self-esteem and 
confidence”. (P016). 
“Teachers should develop the talents of the children in their potential area to strengthen their self-
awareness, self-esteem, and confidence”. (P012). 
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This parent advised on what schools should do to strengthen children’s self-esteem, 
critical thinking, and sociability: 
 “Schools should plan and implement interclass and interschool competitions to strengthen children’s 
self-esteem, critical thinking and sociability”. (P014). 
 
Parents feel that the school should guide their children on the type of friends to have 
because some friends are dangerous: 
“Our children have a problem in friendship formation. Schools should guide children on friendship 
formation so that they can know who is a good and bad friend. For example in Kasenke near here, last 
time cousins were playing and one pushed the other into a pit latrine which was being dug and the 
cousin died.” (PFGA004). 
According to parents, in this world of HIV, early pregnancies, defilement, forced 
marriages and immoral media influences, teachers also have an added responsibility 
to provide appropriate sex education: 
“Our children now need appropriate sex education. With the rampant technology like TVs and 
internet, and newspapers like Red pepper and Bukedde (local dailies), our children need to be guided 
early enough to take appropriate precautions”. (P012). 
 
And also with the primary school children moving long distances to and from school 
and on the way facing divergent risky situations, parents feel teachers have more work 
to do in this area: 
 “Me I think the teacher has more work. Some of our children move long distances from home to 
school and back home, there are people on the way like boda-boda cyclists (motorcycle riders) who 
can entice our children and harass them sexually. The children should know how to respond to them. 
The child should not just abuse the cyclist when called. This can cause them to be beaten, raped or be 
hurt in any other way’’. (P009). 
Some parents therefore felt that they (parents) should cooperate with teachers to raise 
good children: 
 
“We (parents) should cooperate with teacher to have good children. I want my children to have self-
esteem’’. (PFGB006) 
 
This parent continued: 
“We parents, there is a way we are training our children, we do not want the teacher to talk to our 
children, we interfere’’. (PFGB006) 
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However, most of the parents, felt their children are difficult and it is up to the school 
to manage them. This transfer of responsibility was evident in a number of parents’ 
responses in rural areas. 
 
Since illiterate parents think their children look down upon them, they also feel that 
teachers should be the ones to help them in the nurture of these children:  
“Our children think since we are not educated we don’t know anything. Teachers should help us”. 
(P020) 
Some parents feel they have made effort to talk to their children but are still betrayed 
by availability of time; therefore, teachers should help them: 
 “I have tried to talk to my children but I do not have enough time with them. Children leave my home 
very early and come back very late when they are even tired. Teachers should actually help us”. 
(P011) 
 
5.7.4: Influences from broader culture and laws on pupils’ life skills 
development 
 
Culture, tradition and children’s life skills are interrelated because children live in a 
cultural context. Responses from teachers, head teachers, parents and pupils reflected 
the influence culture, tradition, laws, and children’s rights have on pupils’ life skills 
development. The areas integrated in these responses include initiation, inheritance, 
traditional values, and gender issues. 
 
5.7.4.1: Traditional and cultural influences on pupils’ life skills development 
 
The following are responses from parents from Manafwa district where initiation into 
manhood is through circumcision. On the one hand parents feel teachers disregard 
culture and handle boys badly which results in the boys dropping out. While on the 
other hand some respondents contend that the traditional nurture of boys makes them 
big headed and frustrates the positive nurture of girls. 
 
According to the parents, some teachers did not recognise that through initiation boys 
become men and should be handled accordingly:  
“The problem we have is that some teachers sometimes don’t know that some of these boys are already 
men. They have already been initiated as men. They handle them badly and they drop out”. (P021) 
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Parents doubted the knowledge of the teachers on how to treat boys: 
“Our teachers here seem not to know that boys have a special consideration as people who are being 
nurtured to head families”. (P015) 
 
On the other hand, teachers from Manafwa also felt that the children’s life skills 
development and their (children’s) proper upbringing were being frustrated by the 
culture and traditions of the Bamasaba. The culture seems to frustrate girls’ 
development of self-esteem and assertiveness due to the culture that brands them 
inferior. This was further complicated by early orientation of male children to adult 
male behaviour. Teachers also observed that special treatment accorded to boys in the 
home kept the girl child inferior. All these, according to the teachers seemed to act as 
deterrents to children’s life skills development. 
 Female teachers were concerned about the nurture of girls due to negative culture that 
exalts boys at the expense of girls: 
“I am a Mumasaba, yes, but as a female teacher, I have a problem because our girl children here can’t 
develop self-esteem and assertiveness. It is the boys, especially those who have been circumcised who 
are given a platform to speak”. (T0012)   
In the same vein, female teachers were concerned that even the appropriate and 
positive nurture of boys was made difficult by the same culture: 
“The Bamasaba culture makes the nurture of boys or their upbringing very difficult”. (T0015) 
A teacher explained the bad orientation the boys get:  
“The boys are oriented as men even before they reach school going age. They have to a certain extent 
understood that they are men. That is why when anything happens to them the comments are ‘don’t 
behave like a woman, you are a man’. This is bad orientation”. (T006) 
Another teacher gave an example of how boys behave because they consider 
themselves men: 
“Someone just enters the class without permission because he is a man”. (T016) 
In the same vein, head teachers expressed the difficulty of nurturing boys. They said: 
Can you imagine? The child, after being circumcised is given a spear, panga, etc and sat on a 
traditional elders stool to be a man regardless of how old the boy is”. (HT004) 
And another head teacher further explained the magnitude of the problem: 
“Some children are like kings in their homes for example for some their parents even give them special 
chairs to sit on and like boys eat with the father because they are men. Such cannot be guided at 
school”. (HT002) 
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In addition, the initiation instructions complicate things further on the nurture of boys’ 
life skills: 
“Initiation- circumcision is what they talk for example when they are being initiated they are told: You 
are now a man. You can now make a family. Quickly look for a wife and make a home and give rise to 
children”. (HT004) 
One head teacher explained that, traditionally, the circumstances under which certain 
children are born also make such children untouchable and difficult to nurture. For 
example: 
“Some children are heirs, some were got by chance e.g. one has stayed for years with no children and 
then all of a sudden gets a child, or she has buried and buried and all of a sudden she gets one child 
who lives such is untouchable”. (HT001) 
And traditionally a circumcised child is not the one you can discipline anyhow. In 
fact, the magnitude of the problem seemed to be so disturbing that head teachers were 
even still thinking about caning such children which is incompatible with the life 
skills curriculum: 
 
“Circumcised children are men and are not supposed to lie down to be caned”. (HT001) 
“You cannot touch these circumcised children, how can a man lie down to be caned?’’. (HT003) 
Consequently these boys’ attitudes fail to match or fit in school life and they become 
too big headed to remain in school: 
“Circumcised children also become big headed because they are men and they drop out”. (HT003) 
 
Further explanation of the problem of nurturing boys was given by a head teacher 
who felt that some boys were pampered too much at home to fit in school life: 
 “Our children here, there are those who are like kings at home, the father can say ahaaa…! my child 
you sit on this chair. When such a child comes in your class like here and you say you share the desk, I 
think it will be very difficult. You will either find that child in the corner or he will absent himself’’. 
(HT003) 
 
 
5.7.4.2: Western cultural influences on pupils’ life skills development 
 
Parents felt that their children’ life skills should enable them to successfully fit and 
live in their society. Parents had misgivings about the Western culture. They felt that 
their children were being derailed from traditional values by this culture.        
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Generally, parents want their children to fit in their society:  
“My desire as a parent is that my child should successfully fit in our society’’. (P014). 
This was because, according to parents, Western culture was misleading: 
“Our children should have the skills that will enable them to fit in our culture and in our community. 
The western culture is misleading our children’’. (P020).   
The parents felt Western culture made their children behave badly. For example 
parents said: 
“Our children don’t respect us. They do not respect the elders…you talk, they talk, what is that?” 
(P009)        
 
To the parents, this was degeneration of values: 
“This is total degeneration of our values… we may not have anything for tomorrow. Even our 
traditional religion is sincerely gone”. (P017) 
 
5.7.4.3: Children’s rights, and laws’ influences on pupils’ life skills development 
 
Apart from culture among the Bamasaba and Western culture, some parents and 
teachers generally felt that enforcement of children’s rights and laws is inhibiting the 
proper development of their children. According to them, there were contradictions 
between rights enforcement, parental orientation, school orientation and conformity to 
traditional norms of nurturing children. The freedom to access media resources by the 
children was also seen by the parents as a deterrent to acceptable upbringing of their 
children.  
 
Some parents expressed the view that children these days have no respect because of 
the laws (rights) regulating pupils’ treatment:  
“There is a law these days. A child can come and overpower the teacher with a word only and just tell 
him off. Teacher can say to the child, prepare your colour … the child can just move away like that, 
they are minimizing teachers. The child might think he is the best”. (PFGB007) 
 
In the past, parents felt their children’s behaviour was controlled by enforcement of 
disciplinary measures, but with the implementation of children’s rights, the story was 
different. For example, according to parents, lateness was punishable but now 
children come to school at will because of the rights: 
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“The children come to school at will. You are not going to blame the teacher, not the head teacher, but 
the laws of these days”. (PFGB007)  
That is why parents felt, implementation of the rights of children was therefore 
making the children big headed: 
“The child, not mine, not yours, but children of these days are big headed a bit. There is a law that 
makes our children big headed a bit, that one should be pruned”. (PFGB006). 
 
Another parent put blame on the government: 
“I am not blaming the school, I am blaming government. There are these rights of children. Children 
these days can talk more words than a teacher”. (PFGB008). 
 
Parents were concerned that it was possible now to find a child who stands before the 
parent with no respect which is not normal in traditional Africa: 
“A child just stands before you the parent with no respect. You are paying fees, so if such a thing is 
possible, the government has to review it”. (PFGB007).  
Another parent confirmed what is being said above and said: 
“Adding on what they are saying, children have much freedom’’. (PFGB008) 
 
And parents even blamed children being involved in drug abuse on the freedom 
children have: 
“I don’t know whether we know that our children taking on this drug abuse are because of the much 
freedom they have?”(T020) 
According to the parents this is a contradiction with African values: 
“I went to a friend’s home. They have five children. These children were doing their own things. 
 None of them came to greet me. …yeah they are free. Can you imagine that is now happening 
in Africa? They call them ‘rights’, is this right?”(P019) 
Parents therefore felt their effort in shaping their children was being undermined by 
advocacy of children’s rights. That is why some parents said that children had too 
much freedom and some still even advocated for the use of the cane to discipline 
children. 
“A cane at school and at home shaped me very well. Can you imagine, children are now being told 
they should not be caned by anyone? What type of children are we going to have?”(P019) 
 
One parent blamed fellow parents for supporting rights and interfering with the work 
of the teachers: 
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“There is a way we parents are also training our children; we don’t want the teacher to talk children’s 
business, teachers to talk to our children. We should cooperate with the teachers to have good 
children. I want my children to have self-esteem’’ (PFGB006). 
 
5.7.4.4: Media influences on pupils life skills development     
 
All parents and teachers were very critical of the media as a deterrent to their 
children’s life skills development.  They identified the internet, music, films and local 
dailies as negative influences on the moral behaviour and life skills development of 
their children through their promotion of immoral messages to the children.  
Sex scenes may pop up abruptly when a child is on the computer: 
“These days a pornographic scene can pop up even when a very young child is using a 
computer…ekyo kiki? (What is that? A child asks). This is damaging the morality of our children”. 
(P009) 
Parents were concerned that similar scenes were deliberately put in the local dailies: 
“Even these papers like Bukedde and Red Pepper (Ugandan local dailies) are a challenge to our 
children’s life skills development. There is a lot of pornography in them”. (P021) 
 
The messages in the songs to which children listen are, in most cases, immoral or 
sexual: 
“I don’t know what is wrong with our musicians these days; every song they compose is a love song. 
The bad thing is that even our children sing these songs” (P014) 
 
These observations by the parents were confirmed by children’s echoing of some 
parental restrictions to them: 
 “My parents are very strict they allow us to watch only cartoons. They say the TV shows bad 
pictures”. (PC0013) 
However, the restrictions seem to be limited to some homes because in other homes 
children were allowed to see the television once certain conditions were fulfilled: 
“As long as we have finished the work my mother gives us, we are allowed to watch the TV”. 
(PV0104) 
Parents also expressed concern at the precociousness of young children and their lack 
of supervision. 
“I don’t know what generation we are going to have. Can you imagine, children at primary level are 
talking about pornography, romantic films…they even know the titles of these films”. (T002)  
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“There are some days here when children rush home for specific films on some of these films they put 
PG and say parental guidance is encouraged. Do you think the   parents are there when their children 
are watching these films? …no way”. (T015) 
 
Comparatively, there are parents who still felt that their children were true 
traditionalists. I personally went to one of the homes of my interviewees. It was a day 
of children getting holidays. The son came, knelt before the father, gave him a report 
and waited for the father to finish reading the report.   After the father made a 
comment, the boy got up and went to change his clothes.  The father then said: 
“I thank God because of my children. They have not been contaminated by modernization. They are 
true Baganda”. (P012) 
 
5.8: Summary 
 
This chapter has specifically analysed the data collected from all the interviews 
conducted in this study. In some cases, reference has been made to the data collected 
from observation of primary two and five lessons.  In this summary, the major 
findings are outlined in relation to how the results answered the research questions. 
 
This study intended to establish teachers’, education officials’ and parents’ 
perceptions of, competencies in and attitudes toward life skills education in primary 
schools. The summary below focuses on each of these categories of respondents in the 
study. 
 
The analysis of teachers’ interviews shows that:  
 Teachers did not make a clear distinction between the 16 listed life skills in the 
curriculum and the indicators and values. This confusion of definition was also 
evident in the primary two and five lesson plans of the lessons observed.  
 Teachers apportioned the blame for problems in life skills development to 
parents and the culture in which some of the parents were still strongly 
engrained. This was most evident in the rural districts of Manafwa and 
Mukono. 
 More than half of the teachers expressed competence in life skills education 
due to the initial training in life skills education, the practice they have had 
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since they were trained, school based Continuous Development Courses 
(CPDs), refresher courses organised by non-governmental organisations and 
the orientation of training for the thematic curriculum which had the 16 
(sixteen) life skills directly integrated and listed in the curriculum documents. 
 On the other hand, about less than half confessed deficiency in life skills 
education competence due to inadequate or no training at all.  This was 
supported by CCTs who accepted that the training period was short and only 
one teacher was selected from each school.  Further to this the head teachers 
said that some of their schools had no life skills education trained teachers 
because of the indiscriminate transfers that had taken away the trained 
teachers. 
 Teachers had a positive attitude towards life skills because they felt life skills 
were making children have self-esteem, assertiveness and self-awareness.  
Nonetheless, there was pressure on teachers to produce high academic results, 
notably through high grades in the Primary Leaving Examination. 
For the parents, the analysis shows that:  
 Parents’ attitude to life skills appeared to reflect either an authoritative or 
authoritarian approach. In the former, parents recognised the validity of 
children’s expression of opinions. In the latter, it appeared that parents felt 
children should submit to their parents. The parents who were authoritative 
were literate and mainly found in Kampala city district. Parents viewed life 
skills as a totality of development of their children that is in all spheres of life, 
for example, conformity to culture, moral upbringing, academic excellence 
and vocational skills.  Life skills as psychosocial competence seemed not to be 
clear or known to most of these parents. 
 Parents prioritised their children’s academic performance and wanted them to 
attain high marks at school and in the Primary Leaving Examination. 
 Parents had a tendency to transfer their responsibility of nurturing their 
children to the teachers in school.  This was more evident in rural settings. 
 Parents also associated life skills education with children’s rights and in this 
context, viewed life skills as a detriment to the upbringing of children in their 
culture. 
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 Parents were wary of the media resources to which their children were 
exposed and viewed these resources as a deterrent to the proper nurture of 
their children. 
Interviews with head teachers and CCTs indicated that: 
 Head teachers felt incompetent in life skills education because of being 
excluded from life skills education training. They felt this crippled their 
supervision and management of life skills education in their schools. 
 Experiences in life skills education at their schools had developed in them a 
positive attitude towards life skills education.   
 Were also wary of traditional or cultural structures that they felt frustrated 
children’s life skills development. 
The study also aimed at ascertaining children’s knowledge and awareness of the life 
skills listed in the primary school curriculum and the extent to which the children 
demonstrated these life skills. The analysis of data in this chapter shows that: 
 Since life skills are infused in the school curriculum and are not taught as a 
separate subject, children are expected to learn life skills through the other 
subjects on the curriculum and do not have experience of direct life skills 
education as a subject matter area. This made in and out of class activities 
count as focal situations for pupils’ life skills awareness and development. 
 In the context of these in and out of class activities, children themselves and 
other respondents gave accounts of instances that showed that they cherish and 
benefit from friendship formation; they are critical thinkers, assertive, 
decision-makers, negotiators, empathic and have self-awareness and self-
esteem. 
 Testimonies from teachers, parents and children themselves reflected 
children’s exposure to different situations in school, on the way to and from 
school and at home that were responsible for children’s life skills education 
experiences and therefore development. 
 
The analysis of the data also shows that teachers are responsible for children’s life 
skills education and use a variety of methods to develop children’s life skills. The 
findings in this chapter show that teachers: 
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 Mainly use question and answer. This was also supported by the pupils when 
they gave accounts of how they participated in answering teachers’ questions. 
Children seemed to have more experiences in participating in answering the 
teachers’ questions than in any other method. 
 Use other methods like explanation, debate, brainstorming, drama, small 
group methods, class discussions and co-operative learning. These were 
mainly listed by the teachers who said they used them. 
 Also use different forms of feedback to learners’ participation in their lessons. 
This was also supported by the pupils who gave accounts of how they felt 
when teachers gave them positive feedback when they gave correct answers to 
teachers’ questions. 
 
The analysis of the interviews shows that life skills education in Uganda also has 
challenges which include: 
 Lack of proper training for teachers and no training at all for education 
officials 
 Divergence in perceptions of what life skills are among the teachers 
themselves and other educationalists and between the teachers and the parents  
 Clash between the life skills listed in the curriculum and culture. 
5.9: Conclusion 
 
Teachers, parents and children had a positive attitude to life skills.  There is evidence 
that life skills education is being implemented in Ugandan primary schools through 
what teachers teach in the classroom and a variety of other activities in the class, 
school and out of school. The parents, teachers and other educationalists had 
divergent views on what life skills are and the intended outcome of life skills 
education. In this case, while some teachers seemed to view life skills education in the 
context of children’s psychosocial competence, parents had a wider scope of viewing 
life skills education that seemed to include all spheres of a child’s nurture and 
development and in particular, the development of skills that would facilitate 
employment and further education. Support for the values underpinning life skills 
education was not universal.  Some parents in straitened economic circumstances 
found it difficult to endorse the value of sharing unequivocally.  Some parents also 
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felt that the promotion of assertiveness and children’s rights was at odds with their 
cultural perspective.  Indeed, both parents and teachers reported that traditional 
cultural values and the values of life skills education were not always incompatible 
and that this incompatibility makes the implementation of life skills education 
problematic.  Through children’s accounts of their experiences in daily living and the 
testimonies of teachers and parents, there seemed to be a strong indication that 
children were aware of certain life skills and even exhibited some of these life skills. 
Some teachers expressed a belief in their competence while others felt they were 
deficient either due to lack of or inadequate life skills education training. Other 
educationalists, especially the head teachers felt incompetent both as teachers and 
managers of primary schools because of being left out during life skills education 
training. Culture, and media were seen as deterrents to life skills education by a cross 
section of stakeholders. It is therefore important to note that while there are positive 
indicators of the fruition of life skills education in Ugandan primary schools, there 
also tensions between culture, children’s rights and laws, media and the mechanisms 
of training primary school teaching staff for this intervention.       
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CHAPTER SIX: RESULTS OF CLASSROOM OBSERVATIONS AND 
TEACHER QUESTIONNAIRES 
6.1: Introduction  
 
In chapter five, data from interviews and focus group discussions were presented. In 
this chapter, I present data from 24 lesson observations of primary 2 and primary 5 
classes and data from teachers’ questionnaires.  Analysis of the observation data 
revealed that teachers listed and used different methods to facilitate development of 
different life skills. Classroom interactions that facilitated life skills’ development are 
discussed in the analysis of the observations.  These include interactions between 
teachers and children and between children themselves. Data from teachers’ 
questionnaires provided information on the methods used to facilitate pupils’ 
development of certain life skills and the indicators of each life skill witnessed by 
teachers.  The relationship between the methods used and the indicators of the life 
skills was investigated using cross tabulations and chi square analysis.  
 
The data presented in this chapter address the following research questions: 
 Is there any evidence that pupils’ demonstrate the life skills listed in the 
curriculum? 
o This question is addressed through observations of lessons and the 
researcher’s observation of behaviours that indicate the existence of 
life skills.  It is also addressed by analysing the indicators of life skills 
which teachers reported observing in the teachers’ questionnaire. 
 What methods are teachers using to develop life skills?  
o This question is addressed through the researcher’s observation of 
teaching methods.  It is also addressed by analysing teachers’ 
responses to the questionnaire which asked them to indicate the 
methods used to teach life skills. 
 Are the indicators of life skills listed in the curriculum being observed by 
teachers? 
o This question is addressed through the teachers’ questionnaire in which 
teachers were asked to select the indicators of life skills from the 
curriculum that they observed in their classrooms.   
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 Are the teachers who use the life skills teaching methods listed in the 
curriculum more likely to observe the indicators of life skills listed in the 
curriculum than teachers who do not use those methods? 
o This question is addressed through chi square analysis of the 
association between the methods used and the indicators observed.  
Specifically, the analysis examined whether the observed relationship 
between these two variables was significantly different from the 
relationship that would be expected by chance. 
A summary of how these questions were answered is presented at the end of this 
chapter. 
6.2: Presentation of data from observation of Primary 2 and Primary 
5 lessons 
 
The researcher carried out a total of 24 lesson observations; twelve observations in 
primary two and twelve observations in primary five using the observation 
instruments that are described in appendix 6.1. The findings are structured under five 
themes namely; strategies used to promote the life skills listed in the lesson plans, 
teaching strategies that promoted life skills, evidence of life skills as put forward in 
the curriculum, interactions between teacher and children, and interactions between 
children that would facilitate life skills development. 
6.2.1: Strategies used to facilitate development of the life skills indicated in 
the lesson plans 
 
During the observations, information about the class, subject, competencies (used in 
the place of what were formerly objectives), methods, instructional materials and life 
skills to be developed during the lesson process were recorded as reflected in each of 
the 24 lesson plans (see appendix 6.1). Each of these elements was listed as part of the 
basic information in each lesson plan. The competencies, methods, instructional 
materials and life skills indicated imply or represent the strategies teachers plan to 
implement during the teaching learning process.  In each lesson, the class teacher 
planned to develop specific competencies and life skills in children. None of the 
lesson plans of the 24 lessons observed listed a learner competence that directly 
reflected the intention to develop specific life skills. Nonetheless, 23 out of the 24 
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lesson plans had lists of life skills to be developed.  However, when the lesson 
procedure was analysed, there was no direct mention of how the life skills listed were 
going to be developed during the teaching learning process. At best, the connection 
between the life skills to be developed and the activities in the lesson was only 
implied in the lesson competencies. For example, in observations 11, 12, and 14 
respectively, the life skills and competencies outlined were as follows:  
Observation 11 
Life skills to be developed as indicated in the lesson plan were communication, 
fluency, friendliness and love. The competencies stated were “Describes the type of 
letters clearly”, “Follows the guidelines”, and “Writes a correct personal/friendly 
letter”. These competencies may imply, if well done, pupils’ competencies in 
communication and fluency because they are writing a letter. The competencies may 
also imply development of friendliness and love because the pupils are writing a 
personal /friendly letter.  
Observation 12  
In observation 12, the life skills to be developed were self-esteem and effective 
communication. The stated competencies to be developed among the pupils were 
“Define what a river is”, “Identify different rivers of Uganda”, “State the longest river 
in Uganda” and “Draw the map of Uganda showing the major rivers”. During the 
lesson, pupils were exposed to opportunities of giving definitions of the river, coming 
to the front of the class to identify different rivers of Uganda from a map of Uganda 
and a chart showing the different rivers in Uganda. Pupils were also given the chance 
to identify the river Nile as the longest river in Uganda from the map and charts. The 
teacher continuously varied the verbal feedback given to students, saying at different 
times, ‘very good’, ‘well tried’, ‘that is very good’, ‘clap for him’, ‘give her flowers’ 
and ‘excellent’. In the process, the pupils could smile, try again to be selected to 
answer or to perform another activity which were signs of feeling encouraged. This 
seems to have strengthened their self-concept, awareness and esteem. And as they 
talked and explained to others during group discussions and plenary sessions, their 
ability to communicate was also being enhanced and strengthened.   Thus, while the 
life skills to be developed were not evident in the competencies listed in the lesson 
plan, the methodology used to teach those competencies had the potential to develop 
life skills. 
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Observation 14 
In observation 14 life skills to be developed were team work, critical thinking, 
leadership and negotiation. The stated lesson competencies of the Physical Education 
lesson were “The learner passes/ kicks”, “Dribbles correctly with inside foot”, “The 
learner listens and responds to instructions” and “Uses new words pass, kick, and 
dribble”. Evident in this lesson were situations that would enable development of 
pupils’ leadership and negotiation skills. These were during the game in which pupils 
practised the skills of a chest pass. Pupils in small play groups were able to negotiate 
and agree on who joins which side and which side of the pitch each side takes. There 
did not appear to be any opportunities in the lesson to develop critical thinking. 
 
The details of the lesson plans for these lessons along with all of the lessons observed 
are included in appendix 6.1.  In the Table 6.2.1 below, the methods listed to be used 
in the 24 lessons observed are reported as both frequencies and percentages. These 
methods are discussed in more detail in section 6.2.3. A review of these methods 
shows that teachers made an effort to deliberately plan hands on or participatory 
learning. The life skills approach emphasizes use of active learning in facilitating 
development of learners’ life skills. 
Table 6.2.1: Frequency and percentage of each method listed in lesson plans 
 Method Frequency Percentage of Total methods listed 
Explanation 16 29.1 
Question and answer 11 20 
Discussion 9 16.4 
Demonstration 7 12.7 
Look and say 5 9.1 
Brain storming 3 5.5 
Discovery 1 1.8 
Participation 1 1.8 
Whole word 1 1.8 
Whole sentence 1 1.8 
Total 55 100 
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The teaching strategies listed in this table 6.2.1 are described in section 6.2.3. 
 
6.2.3 Teaching skills that promoted life skills during teaching 
 
This section describes how the methods listed in lesson plans were used. 
6.2.3.1 Explanation: This was the most frequently listed and observed method in the 
24 lesson plans, as it was listed 16 times (29.1%). There was also clear evidence that 
even the teachers who had not indicated explanation as a method of teaching in their 
lesson plans, used it during the teaching of the lessons observed. Explanations were 
focussed on providing information about the material to be learned and the focus of 
the lessons. For example, before an activity in every lesson observed, there was an 
explanation. 
 
6.2.3.2 Question and answer: This was the second most frequently used technique in 
the 24 lessons observed. It was indicated 11 times (20%) as the method to be used in 
the lesson but was observed being used by the teachers in each of the 24 lessons. 
Through question and answer, teachers made an attempt to ascertain and evaluate the 
knowledge of pupils in regard to what was being taught in the lesson. This method 
ensured pupils’ participation in the lessons. As it was used, children were given the 
opportunity to express themselves. Teachers encouraged pupils who knew the 
answers but did not contribute because of either being shy or reserved to give the 
answers. I observed that as pupils were given the chance to participate in answering 
the teachers’ questions, they were rewarded by the teachers for their participation. 
Pupils putting up hands increased as they continued receiving the positive feedback. 
This seemed to encourage pupils to participate further. Further observation of use of 
question and answer established that while teaching, teachers deliberately noticed 
children who had problems in participating in the lessons and encouraged them to 
participate. Sometimes, children who knew the answer but who had not volunteered to 
answer were encouraged to answer, as evident in the following example.  
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This example is an extract from observation 12 of the primary five classes. 
Observation 12 
Teacher:” What is the name of the longest river in Uganda?” 
(A few hands are put up which prompt the teacher to ask another question that would 
generate the same answer) 
Teacher: “O.k., on which river is the Owen Falls dam that generates electricity for us in Uganda?” 
(More hands are put up but the teacher notices that Pupil Y had not answered any 
question and was still not putting up the hand) 
Teacher: Moves towards ‘Y’ and then says, “Y we have not had your voice today, I know you know 
this answer, what is the name of this river?” 
 Y: “River Nile” 
Teacher: “That is very good ‘Y’. Can you make a full sentence for us?” 
 Y: “The name of the longest river in Uganda is River Nile.” 
Teacher: “Clap for ‘Y’.” 
Class: “All clap for ‘Y’.” 
 
In this extract, other strategies included encouraging pupils who did not put up hands 
to answer teacher’s questions.  
The next teacher’s question was on naming other rivers in Uganda and ‘Y’ put up his 
hand with confidence.   
 
6.2.3.3 Discussion: Discussion was listed as a method in nine lessons.  Each of these 
lessons used discussion sessions in two ways; organising children in small groups for 
a discussion and having a whole class discussion. In four lessons observed, the 
teachers involved the whole class in a general class discussion. This discussion was 
essentially a question and answer session because each teacher asked questions as the 
pupils answered them. Small group discussions were observed in five lessons. The 
teachers organised pupils in small discussion groups with a task or topic for 
discussion. In these groups, children selected secretaries and chairpersons from 
among the members of the groups. I moved around the class and witnessed pupils 
involved in exchanging and sharing ideas and recording them or sharing materials and 
using them as a group.   As pupils communicated with each other, they also seemed to 
think and present their ideas in divergent directions to generate more varied and 
appropriate points to the topic (especially in primary five) and this was 
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accommodated by the members of the groups. Samples of what happened during the 
small group discussions are reflected in the following extracts from two of the five 
lessons where small group discussions were observed.     
In observation 17 (P5), the teacher was teaching English to a P5 class. The topic was 
an ‘Invitation Card’. The teacher organized a small group activity in which 
discussions were integrated as reflected in the extract below: 
Observation 17 
Teacher: “Class, we have seen how we can design an invitation card. You are going to make an 
invitation card while in your groups. I am sure you know them. So get into your usual groups and first 
select a chairperson and a secretary. Use the example we have developed on the chalk board and 
develop a different invitation card for your group. Class, are you listening? Ensure that each one of 
you contributes his or her ideas. Listen attentively when your friend is talking. Agree on a point as a 
group before you write it down. The points in the card should reflect what all of you have agreed on. I 
am going to go round to see how each group is progressing. Later, when you display your cards, we 
shall select the best two.” 
I physically went to one group and noted the following: 
Chairperson: “What occasion are we organizing? The teacher gave examples of birthday Party, 
family give away of girls who are going to get married party,” 
‘D’: “Let us use a wedding party.” 
‘S’: “Chairman, no, that is the card on the chalkboard. The teacher said our card should be 
different.”                                                           
Chairperson: “You are right ‘S’. Can ‘Y’ suggest something?” 
‘Y’: “Let us make one for a P5 class party.” 
All pupils in the group clap with joy and say, “We must today be the best.” 
Chairperson: “How do we start?” 
(There is total silence, as most of them stare at the chalkboard. Then one hand up, 
two, three, four…) 
Chairperson: “X, you have not given us a point today. 
‘X’:P5 party. 
Two pupils quickly put up hands as if in protest.  
Chairperson: “What is it ‘S’?” 
‘S’: “The one on the chalkboard begins with To…..” 
The second pupil who had also put up a hand says in the affirmative, before even 
being picked by the chairman, ‘yes’ we should also begin ours like that. 
Chairperson: To whom? 
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“X’: Let us invite our parents. 
Chairperson: Do we need to write ‘our parents’ in the card? 
‘D’: No, the one on the chalkboard does not have the people being invited. 
‘S’: ‘D’ is right, we just leave a gap as on the chalkboard and we shall just write the people we want 
to invite there. 
The activity continues and when the pupils finish their work in their respective 
groups, the teacher guides them to display and each secretary of a group presents his 
or her work to the class. 
 
The second extract was from observation 7 of a P5 class Social Studies lesson on the 
Chwezi (pastoralists). The teacher divided a class of 77 pupils into 11 groups. The 
task was to discuss, in these 11 groups the reasons for pastoralism. The teacher 
organized the 11 groups and set them to start. I went to one group to see how the 
discussion would proceed. In this group, children were able to critically reflect, and 
using their experiences on pastoralism, communicate what they felt. The extract 
below illustrates the content of the children’s discussion.  To understand some of the 
children’s contributions, it is important to note their context. 
In Social Studies and even from common talk among people, children have heard that 
long horned cows are found in Western Uganda where the Chwezi pastoralists were 
located.  Children have heard that in the semi-arid Karamoja of Uganda, people move 
from place to place in search of water for their cows. The chairperson of this group, 
which I was able to see, was able to communicate effectively as he conducted the 
discussion.  
Observation 7 
          Chairperson: We are supposed to discuss pastoralism. Yes, what is it? 
Pupil: “Many long horned cows.” 
The chairperson sustained the discussion by asking questions that provoked further 
thinking.  
Chairperson: “What else?” 
Another pupil: “No grass” 
Chairperson: “Is that all?” 
Third pupil: “No water in Karamoja.” 
When the groups had finished, the teacher conducted a plenary session as below: 
Teacher: “Have you all finished?” 
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Class: “Yes!!!!!” (in chorus) 
The teacher then put the pupils to task to critically analyse what was being presented 
by other groups in relation to what each group had on their list. If an idea a group had 
listed was presented by another group, then each group that had not presented had to 
tick it so that they could not present the same point again to save time.   
Teacher: “All of you sit upright. Now I want each secretary to read your points. As one group reads, 
you note the points which have been read and not repeat them during your presentation.” 
 
6.2.3.4 Demonstration: This method was indicated by seven teachers in seven lesson 
plans (12.7%). It seemed as if most of the teachers indicated that they were going to 
use this method without taking cognisance of the technicalities involved. In the six 
lessons of the seven lesson plans observed, the teachers used explanation rather than 
demonstration. In fact, none, other than the physical education lesson, were suited for 
this method. In the physical education lesson, the method enabled the teacher to show 
the learner a model of performance of a skill or activity. There were two major skills 
to be learnt by the pupils during the warm up activities and actual game of the day. 
These were rope skipping and passing the ball. The teacher asked two pupils to 
demonstrate the skill of skipping. He encouraged the pupils by saying, ‘since you 
practice skipping at your homes and in the school compound, let one of you come and 
show others how to do it’. In this case the teacher asked for a volunteer to come and 
demonstrate the skill of rope skipping. Two pupils did this but the teacher explained 
the basics involved to enhance accuracy and perfection. Children copied and practiced 
rope skipping individually. He then proceeded to a chest pass. He demonstrated how 
to perform a chest pass twice The teacher then organised the pupils in three groups 
(because he had only three balls) to practice the chest pass while each group was in a 
circular formation.  
 
6.2.3.5 Look and say: This was a special method for teaching language in primary 
two. It was listed by five teachers in five lesson plans of the lessons observed. This 
method combined the whole word and whole sentence methods explained above 
because the pupils were exposed to recognizing whole words and whole sentences. 
The teachers who used this method would flash a word on a word strip or a sentence 
on a sentence strip and would sound the word or sentence and then give chance to the 
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pupils to repeat the sounded word or sentence. In some cases, some teachers 
accompanied the word or sentence strips with pictures or objects.  
 
6.2.3.6 Brain storming: As reflected in Table 6.2.1, brain storming was a method 
used 3 times (5.5%) in the 24 lessons taught and observed. Using this method, 
children were asked to generate their personal views or ideas. The ideas were not 
criticised or rejected by the teacher. The teacher just wrote each idea on the 
chalkboard as it was contributed and acknowledged or gave positive feedback to the 
child who had contributed. It was only later that the class discussed the contributed 
ideas and refined them. Then the teacher asked the class to thank themselves for the 
work well done.  
 
6.2.3.7 Discovery: Only one teacher indicated this method in one primary five English 
lessons (1.8%). However, what was observed was more of use of question and answer 
and explanation than discovery. Normally the discovery method is largely 
unstructured, situational method of philosophy of teaching where by pupils are 
facilitated and permitted to find solutions to problems on their own and at their own 
pace. In the lesson observed the teacher just asked questions to establish the 
knowledge of the children on what they were going to learn and then what they were 
learning. 
 
6.3.2.8 Participation: This was indicated once as a method alongside the 
demonstration method in the Physical education lesson plan. Participation is not in 
itself a method of teaching but a process of involving children in the teaching learning 
process. In this lesson, the teacher demonstrated the skills of rope skipping and chest 
pass. The pupils participated by practicing or performing the skills. Participation was 
therefore limited to the practice of the skills.  
 
6.3.2.9 Whole word: This method was used in teaching an English language (new 
words) to a primary two class. New words had been written on strip cards and would 
first be flashed to the class as the teacher read them and would then consequently be 
repeated by the pupils. This activity was preceded by the teacher first showing a real 
object, e.g., some of the things made at home and saying its name. This is normally 
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the basic process of developing the reading proficiency which requires a child’s 
ability to recognize and process printed text. In this same lesson, the teacher had 
indicated whole sentence as a method.   
 
6.3.2.10 Whole sentence: Just as the whole word emphasizes flashing a word, 
pronouncing it and making the children repeat pronouncing the flashed word, the 
same applies to whole sentence. The teacher started the lesson with sentences 
prepared on strip cards. These sentence strips would be flashed and then the sentences 
read aloud by the teacher and repeated by the pupils. 
 
6.2.4: Evidence of children’s life skills as put forward in the primary school 
curriculum 
 
There was at least an instance in each of the 24 different lessons observed of children 
exhibiting life skills already developed.  
In observation 17(P5), in the lesson where children were given a task to write an 
invitation card, children behaved in a way that exhibited critical thinking, as defined 
in chapter 3, assertiveness, and effective communication before the group work 
activity, during the group work and plenary sessions, as reflected in the extract below. 
When pupils were divided into groups, one pupil assertively requested the teacher,  
Pupil: “Excuse me sir, may I go to group three? We are very many in group five.” 
 
In the same lesson (observation 17 of P5), during the plenary session, pupils were able 
to critically discuss the presentations of the invitation letters made by their colleagues, 
thus demonstrating the evaluation that is part of critical thinking.  Comments made 
included: 
Teacher: Let us look at these invitation cards one by one. I want you to make your comments about 
what your friends have done. Just say what you think. 
In response, pupils made the following comments: 
 ‘X’: “Those have no space for writing the name of the one you are inviting” 
 ‘Y”: “Those ones copied what is on the blackboard” 
 ‘Z’: “These ones have not indicated the one who invited” 
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In all the lessons observed many pupils raised their hands while calling out ‘Sir! Sir!’ 
or ‘Madam! Madam’! These attempts to get the teachers’ attention are indicators that 
they are aware and confident they knew the correct answer. This happened in almost 
every P2 class where lessons were observed.  
 
In the lesson on writing the invitation card, the following interaction between the 
pupils in one group, as already shown before was evident 
Chairperson: To whom? 
‘X’: Let us invite our parents. 
Chairperson: Do we need to write ‘our parents’ in the card? 
In this exchange, pupils demonstrated the ability to communicate effectively with 
each other and to question each other as they worked towards the solution of a 
problem. 
 
The interaction the children had in the small group discussions, the closeness with 
which they worked and talked to each other, and the sense of belonging to the group 
reflected a friendly atmosphere which was cementing pupils’ friendship. These 
showed pupils’ attachment to each other. In these groups, there were, in many 
instances, negotiated positions of how to proceed with the discussion or activity. 
Statements and questions like; ‘I think let us talk in turns’, ‘How do you think we 
should proceed? ‘Members let us be patient and listen to each other’s point’ were 
evident. In these groups, there was evidence of discussing and arriving at a decision. 
The children were able to come to a joint decision about task completion through 
negotiation.  For example, negotiated positions on how to proceed with the group 
activity was decision-making.  
 
During the class discussions and question and answer sessions, children actively 
participated in the lessons when answering teachers’ questions. A child would 
evidently become happy, confident and feel his or her worth after being praised by the 
teacher for giving a correct answer or participating in making effort to answer self-
awareness 
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6.2.5: Interaction between teacher and children and between children that 
facilitated life skills’ development 
 
Interaction in the classes occurred between the teachers and the pupils and pupils and 
fellow pupils. The different forms of interaction encouraged politeness, assertiveness 
and friendliness which represent an informal encouragement of pupils’ life skills 
development.  
When pupils responded to teachers’ questions, the teachers gave feedback in many 
ways.  The impact this interaction had in facilitating development of children’s life 
skills depended highly on how the teacher handled the whole situation or process, 
from asking a question to giving feedback. The different extracts of parts of lesson 
sessions observed reflect how the teachers handled the lessons. The most common 
forms of feedback were praise in form of ‘very good’, ‘good’, ‘excellent’, ‘that’s 
right’, ‘well tried’, ‘a fair trial’, ‘clap for him or her’, ‘give him or her flowers’, etc. It 
also included phrases in the local language which meant ‘thank you very much’ e.g. 
“Asante sana”. “Webale nyo” “Wanyala nabi” etc. The following are extracts from 
different observations. They show how different teachers asked questions and 
provided feedback. 
 
In a lesson on cultural values and practices in a P2 class (observation 2), the teacher 
asked a question but when she realized that all the children, very eagerly wanted to 
give the answer, she requested them to allow one person (‘B’) answer then allowed 
the whole class to echo the answer. She acknowledged B’s answer was very good but 
still had feedback for all of the class. 
Teacher: “When boys grow up what happens to them?” 
Pupils: “All pupils put up hands and the majority accompanied it with; Madam! Madam! Madam!”  
Teacher: “You are very good children. You all know the answer but let ‘B’ tell us.” 
“B”: “They are circumcised.” 
Teacher: Very good. Class what has ‘B’ said? 
Class: (in chorus) “They are circumcised.” 
Teacher: “Mwanyala mwamanya naabi.” Meaning: “Thank you very much, you all know a lot.” 
 
This type of interaction brought the pupils nearer to the teacher. As it is seen in this 
interaction, it was just like a conversation between the teacher and the pupils as 
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friends. The interaction was even more informal when the teachers could move 
around the class and have more informal talk with the pupils. The following extracts 
are examples in this area.  
In one class (observation 9, P2) the teacher gave an exercise and then went round to 
see how pupils were performing. She found one pupil not doing anything. The 
following interaction occurred: 
Teacher: “Why are you not doing the work?” 
The pupil kept quiet.  The teacher asked her again. 
Teacher: “Don’t you have a pencil?” 
The pupil looked down and then said:  
Pupil: “Yes”. 
The teacher then enquired: 
 Teacher: “Who has a free pen or pencil to help ‘F’?” 
A neighbour on the same desk gave her one. The teacher thanked the neighbour:  
Teacher: “That is very kind of you Z.” 
Then the teacher turned to the whole class and told them:  
Teacher: “Whenever you do not have a pen, tell me. Don’t you think it is good to help each other?” 
The whole class replied in the affirmative. 
Teacher: “Yes”. ‘Why’.  “OK ‘N’. 
“N” replied: 
‘N’: “You can leave a pencil at home and your friend gives you.” 
The teacher concluded. 
Teacher: “You are very nice children”.  
This example does not just show the benefit of informal interaction, it also shows how 
the teacher encouraged prosocial behaviour between pupils. 
 
The influence of the teacher on how pupils behaved in the classroom also depended 
on established traditions, culture and routines in the classroom. These included 
permission to go out, sharing materials and entering the classroom. A number of life 
skills are being developed through these activities. For example, respect, effective 
communication and assertiveness through asking for permission to go out and enter 
the class and friendship formation through sharing materials are evident. The next two 
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examples are instances in which tradition, cultures or routines in the classroom helped 
to develop life skills. 
 
In observation 20 of P5, one pupil wanted to get out and go to help herself and said,  
       Pupil: “Please excuse me sir, may I get out”. 
The teacher replied:  
       Teacher: “OK ‘Q’ but don’t delay there.” 
When ‘Q’ came back, she stood at the door way and politely said: 
         “Q”: “Excuse me sir, may I come in?” 
The teacher withdrew his attention from the class and looked at her then said:  
         Teacher: “Q”, you have come back, OK come in”. 
This was a P5 class. A similar situation happened in observation 24 of a P2 class and 
the teacher handled it in the same way.  
 
In observation 18, a primary two teacher in a polite and friendly manner, skilfully 
handled, encouraged and sustained pupils’ participation during question and answer 
time.  
Teacher: “What craft things does your mother make at home?” 
(Pupils put up hands then the teacher notices ‘M’ putting up the hand and then pulling 
it down)             
Teacher: ‘M’, you put up your hand and then put it down. I know you can give us the correct answer, 
tell us what your mother makes at home’ 
‘M’: “My mother makes baskets” 
Teacher: Very good, class, what does M’s mother make? 
 Class: “M’s mother makes baskets”. 
Teacher: “Give ‘M’ flowers”. 
The class raise their hands and shake them as they point them towards ‘M’ to give her 
the flowers. 
There was also a lot of interaction during the small group discussions between pupils 
as evident in the previous description of small group discussions. This interaction 
gives them chance to develop assertiveness as they were required to put forward their 
point of view, while listening to the opinions of others.  It also potentially promoted 
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self-awareness, as pupils were required to listen to the feedback of others and self-
esteem self-awareness as pupils’ ideas were affirmed.  
6.2.6: Summary 
 
In each of these observations much was revealed about pupils’ life skills 
development. Teachers are aware that when planning they have to include the life 
skills to be developed in the lessons they teach. However, the delivery plans or phases 
of the lessons did not reflect how the infused and listed life skills would be developed. 
When teaching the lessons, teachers made commendable effort in using a variety of 
situations, methods and activities that were seen to be facilitating development of life 
skills, albeit implicitly.  
 
6.3: Presentation of data from questionnaires to teachers 
 
6.3.1: Introduction 
 
Teachers’ questionnaires were used to collect data from teachers regarding the 
methods used to teach life skills and the indicators of those life skills that the teachers 
observed. Teachers were asked to select from a list the activities or methods they used 
to facilitate the development of each life skill. They were also asked to indicate any 
other activity which they used to facilitate development of the life skill in question 
that had not been outlined in the list on the questionnaire.  For each life skill, a list of 
indicators of the life skill was provided in the questionnaire. Teacher respondents 
selected from this list the indicators of each life skill they had witnessed among the 
pupils in their day to day teaching. There was also provision for respondents to 
indicate any other additional indicator of the life skill that was not on the list but had 
also been witnessed by them. 
 
In order to explore the relationship between methods and indicators, cross tabulations 
of the number of teachers who used each method and the indicators witnessed were 
calculated. These cross-tabulations yielded four possible outcomes: 
a) Teachers used the method and witnessed the indicator; 
b) Teachers used the method and did not witness the indicator; 
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c) Teachers did not use the method and witnessed the indicator; 
d) Teachers did not use the method and did not witness the indicator. 
The statistical significance of these relationships was explored using chi-square. The 
majority of the chi-square results had at least one or more cells with expected count 
less than 5. In this case the Fisher’s exact test result was used.   The chi-square test 
indicated whether the observed relationship between these methods used and 
indicators observed was significantly different from the relationship that would be 
expected by chance.  Significance could be indicated when any of the possible 
outcomes (a to d above) of the cross tabulations had a higher frequency than that 
expected by chance.  For example, a chi-square could be significant because the 
number of teachers who used the method and witnessed the indicator was higher than 
that expected by chance.    
 
Most of the chi-square tests were not significant.  Where significant relationships 
were found, the source of that significance was determined by examining the 
frequencies in each cell of the cross tabulations.  In a number of cases, the chi-square 
appeared to be significant because the number of teachers who did not use the method 
and yet witnessed the indicator was higher than that expected by chance (i.e., outcome 
c listed above).  Consequently, the details of the chi-square analyses are presented in 
an appendix in most cases in order to facilitate the clear presentation of results. In the 
remainder of this chapter, the results of questionnaire are presented for each life skill 
in turn.   
 
6.3.1 Assertiveness 
 
Table 6.3.1.1 below shows the methods teachers used to facilitate the development of 
assertiveness in children and the number of teachers who used each method. This 
table shows that most teachers (19, i.e. 79%) used debate to facilitate development of 
pupils’ development of assertiveness. This was followed by enabling pupils to 
practice effective communication exercises and also participate in open class 
discussions and arguments, both of which were used by 18(75%) teachers. More than 
half of the teachers indicated that pupils answering teachers’ questions (15, i.e. 62%) 
and giving pupils an opportunity to participate in group discussions (14, i.e.58%) 
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facilitated pupils’ development of assertive skills. Fourteen (58%) teachers also 
indicated that giving pupils the chance to participate in group discussions facilitated 
development of assertiveness. 
 
Table 6.3.1.1 Activities which teacher respondents indicated they use to promote 
pupils’ assertiveness 
Activity Used Number of 
teachers 
Number of teachers as percentage of the 24 teacher 
respondents  (to the nearest whole number) 
Answering questions 15 62 
Chance to participate in group 
discussions 
14 58 
Effective communication exercises 18 75 
Debate 19 79 
Open class discussion and arguments 18 75 
Other – chance to act group activities 4 17 
Other – quiz 2 8 
Being open 2 8 
 
 
Table 6.3.1.2 shows the number of teachers who witnessed each indicator of 
assertiveness. Half of the teachers witnessed communicating clearly and precisely as 
an indicator of assertiveness. This was followed by pupils giving their own point of 
view as an indicator of assertiveness which was witnessed by 9(37%) teachers. These 
two were the indicators listed in the questionnaire. When asked if they had witnessed 
any other indicators of assertiveness, teachers listed critical and creative thinking (6 
teachers, i.e., 25%), listening to others’ views (4 teachers, i.e., 17%) and problem-
solving (4 teachers, i.e., 17%).       
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Table 6.3.1.2: Indicators of assertiveness as indicated by the teacher respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole number)  
Effective communication 12 50 
Giving own point of view 9 37 
Other critical and creative thinking 6 25 
Other- Listening to others views 4 17 
Other- problem-solving  4 17 
 
Further analysis of the teachers’ questionnaire responses was done using cross 
tabulations and chi-square. This analysis involved finding out the relationship 
between the methods that teachers used to facilitate development of assertiveness and 
the indicators of assertiveness that teachers witnessed. Only one of these chi-square 
tests, the relationship between communication and the indicator critical and creative 
thinking, was statistically significant: 2 (1, N = 24) = 7.41, exact p = .018.  In this 
case, as shown in table 6.3.1.3 (see Appendix 6.2), most respondents who witnessed 
this indicator did not use this method. This tendency was significant. Table 6.3.1.3 
shows that more than 50% of the teachers who did not use the method of 
communication nonetheless observed the indicators of point of view and critical and 
creative thinking.  
 
6.3.2: Self-esteem 
 
Table 6.3.2.1 below shows the methods teachers used to facilitate the development of 
self-esteem and the number of teachers who used each method. The table shows that 
most teachers (21, i.e., 87%) involved pupils in answering their (teachers’) questions 
to facilitate development of pupils’ self-esteem. This was followed by teachers 
reciprocating pupils’ answering of questions with positive feedback, which was used 
by 17 (71%) teachers. More than half of the teachers (14 teachers, 58%) indicated that 
giving the pupils individual tasks to perform facilitated development of the pupils’ 
self-esteem. Some teachers (3 teachers, i.e., 12%) also indicated that open class 
discussions, where pupils express their views and exchange ideas with their 
colleagues was an instance that facilitated pupils’ self-esteem.  
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Table 6.3.2.1: Activities which teacher respondents indicated they use to promote 
self-esteem  
Activities Used during teaching Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (To nearest whole 
number) 
Answering questions  21 87 
Teacher giving positive feed back 17 71 
Working on individual tasks 14 58 
Other- Open class discussion 3 12 
Other- Physical education 1 4 
Other- Giving materials like counters to share 2 8 
 
Table 6.3.2.2 shows the number of teachers who witnessed each indicator of self-
esteem. Eighteen teachers (75%) witnessed pupils volunteering to perform tasks on 
the chalkboard and freely contributing while in groups as indicators of self-esteem. 
This was followed by pupils putting up hands and accepting responsibility as 
indicators of self-esteem which were both witnessed by 17(71%) teachers. The table 
also shows that pupils acknowledging confidently that they could perform tasks on the 
chalkboard were witnessed by 16(67%) teachers. When asked if they had witnessed 
any other indicators of self- esteem, teachers listed free expression, responding 
positively to tasks given without fear and freely associating with others.  The first two 
were both witnessed by two teachers (8%) and the last one was witnessed by one 
teacher (4%). 
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Table 6.3.2.2: Indicators of Self-esteem as indicated by the teacher respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole number)  
Putting up hands 17 71 
Volunteering to perform tasks on the chalk board 18 75 
Acknowledging confidently 16 67 
Accepting responsibility 17 71 
Freely contributing while in groups 18 75 
Other – Free expression 2 8 
Other- responding positively to tasks given 
without fear 
2 8 
Other- freely associating with others 1 4 
 
 
 
Further analysis of the teachers’ questionnaire responses was done using cross 
tabulations and chi-square (see Tables 6.3.2.3 and 6.3.2.4 in Appendix 6.2). This 
analysis involved finding out the relationship between the methods that teachers used 
to facilitate development of self-esteem and the indicators of self-esteem witnessed 
teachers.  None of the chi-square analyses were statistically significant.  Table 6.3.2.3 
in Appendix 6.2 shows that many of the teachers who used the methods listed 
observed the indicators of self-esteem listed indicating a strong relationship between 
methods and indicators.  This was particularly the case in relation to the methods of 
question and answer and positive feedback.  However, the cross-tabulations revealed 
that the teachers who did not use those methods still witnessed the indicators, 
suggesting that the witnessing of the indicator was not as strongly associated with the 
use of the methods as it appeared.    
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6.3.3: Self-awareness 
 
Eighteen teachers (75%) indicated that they facilitate their pupils’ development of 
self-awareness by giving them positive feedback (see Table 6.3.3.1).  Fifteen teachers 
(62%) acknowledged that giving children a chance to answer the teachers’ questions 
facilitates pupils’ development of self-awareness. It is also shown in this table that 12 
teachers (50%) used giving individual tasks to their pupils to develop pupils’ self-
awareness.  The 24 teacher respondents were also asked to indicate any other method 
they used to facilitate development of pupils’ self-awareness. Three teachers (12%) 
indicated both guidance and counselling and thanking children and giving them 
rewards as methods of facilitating development of self-awareness. Four teachers 
(17%) indicated that following up on how the children were performing in different 
areas facilitated development of children’s self-awareness.    
 
Table 6.3.3.1: Activities which teacher respondents indicated they use to promote 
Self-awareness 
Activities Used Number of 
teachers  
Number of teachers as percentage of the 24 
teacher respondents (To nearest whole 
number)  
Teacher giving positive feed back 18 75 
Chance to answer questions 15 62 
Performing individual tasks 12 50 
Other- guidance and counselling 3 12 
Other- thanking children and giving them 
rewards 
3 12 
Other- making follow up 4 17  
  
 
 
Table 6.3.3.2 shows the number of teachers who witnessed each indicator of self-
awareness. Eighteen teachers (75%) witnessed the indicator of pupils acknowledging 
confidently that they can perform certain tasks given to them by the teachers. This 
was followed by 17 (71%) teachers who witnessed three indicators; putting up hands, 
accepting responsibility and contributing freely during group work. Fifteen teachers 
(62%) who indicated they witnessed pupils freely volunteering to perform tasks on the 
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chalkboard. The teachers were also asked to indicate any other indicator of self-
awareness they had witnessed apart from those which had been listed in the 
questionnaire. In response to this, 2 (12%) teachers indicated witnessing pupils 
talking about their individual worth and 3 (13%) teachers indicated witnessing pupil’s 
ability to give his or her own views.  
 
Table 6.3.3.2:  Indicators of self-awareness as indicated by the teacher 
respondents 
Indicator  Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole 
number) 
Putting up hands 17 71 
Volunteering to perform tasks on the chalk board 15 62 
Acknowledging confidently  18   75 
Accepting responsibility 17 71 
Contributing freely during group work 17 71 
Other- talking about oneself 2 12 
Other- ability to give his her views 3 12 
 
 
 
Further analysis of the teachers’ questionnaire responses was done using cross 
tabulations and the chi-square. This analysis involved finding out the relationship 
between the methods that teachers used to facilitate development of self-awareness 
and the indicators of self-awareness that the teachers witnessed (see Tables 6.3.3.3 
and 6.3.3.4 in Appendix 6.2).  The chi-squares measuring the association between 
whether teachers used the method of giving children a chance to answer questions and 
witnessed the indicators of pupils contributing while in groups (2(1, N = 24) = 5.93, 
exact p = .02) and pupils’ ability to give their own views (2(1, N = 23) = 2.62, exact 
p = .026) were statistically significant.   In each case, teachers who did not use the 
method were more likely to witness the indicator than teachers who did use the 
method.   Table 6.3.3.3 shows that all of the nine teachers who did not use the method 
giving children a chance to answer questions nonetheless observed the indicator 
pupils freely contributing while in groups.  In contrast only 53% (8 out of 15) of 
teachers who used the method witnessed the indicator.  Furthermore, two thirds of the 
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teachers who witnessed the indicator pupils’ ability to give their own views had not 
used the method ‘giving children a chance to answer questions’. 
 
  
The association between positive feedback and the indicator pupils putting up hands 
was significant: 2 (1, N = 24) = 5.45, exact p = .04.  In this case, Table 6.3.3.3 shows 
that 15 teachers (83.3%) of the teachers who used the method positive feedback 
observed the indicator pupils putting up hands.  In contrast, only 33% of those 
teachers who did not used positive feedback said that they observed children putting 
up their hands.  Further analysis, as shown in table 6.3.3.3 reflects a strong, but not 
statistically significant, association between positive feedback and the indicators 
children acknowledging that they can perform certain activities on the chalk board 
and pupils accepting responsibility. Of the 18 teachers who used positive feedback, 14 
(77.8%) teachers witnessed both indicators.  
 
 
The chi-square examining the association between guidance and counseling and the 
indicator putting up hands was significant: 2 (1, N = 24) = 5.71, exact p = .04. In this 
case, as shown in Table 6.3.3.3, all respondents who witnessed this indicator did not 
use this method. The method of giving pupils individual tasks was also used by 
10(100%) teachers. Of these 10 teachers, three witnessed the indicator pupils’ ability 
to give their own views. There were no cases of teachers not using the method but 
witnessing the indicator. This tendency was significant:2 (1, N =23) = 5.28, Exact p 
= .037. This therefore means that 12teachers (100%) did not use the method but 
nonetheless witnessed the indicator pupils ability to give their own views.   
 
 
 
6.3.4: Friendship 
 
Table 6.3.4.1 shows each of the methods for promoting friendship listed in the 
teachers’ questionnaire were used by most of the teachers.  Giving children the chance 
to participate in groups and helping others in need were used by 21 teachers (87%). 
This was followed by teachers giving pupils a chance to share with others and 
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teachers showing friendship both of which were also used by 20 (83%) teachers. The 
method helping others in need had a high frequency of use but was a method 
indicated as an added one by the teachers to those that had been indicated in the 
teachers’ questionnaire. Other methods teachers added as being used by them to 
facilitate the development of friendship that had not been included in the teachers’ 
questionnaire were playing with others (9 teachers, i.e., 37%) and use of polite 
language by teachers (5 teachers, i.e., 22%). 
 
 
 
 
Table 6.3.4.1: Activities which teacher respondents indicated they use to 
facilitate pupils’ friendship formation 
Activity Used  Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to the nearest whole 
number) 
Chance to participate in groups 21 87 
Chance to share with others 20 83 
Teacher showing friendship 20 83 
Other- playing with others 9 37 
Other- use of polite language 5 22 
Other- helping others in need 21 87 
 
Table 6.3.4.2 below shows the number of teachers who witnessed each indicator of 
friendship. All the teacher respondents (100%) witnessed the indicators sharing things 
and ideas, good relations among pupils in the class and love. This was followed by the 
indicator affection for each other which was witnessed by 18 (75%) teachers. The 
indicator working together with others was also witnessed by more than half of the 
teachers. Other indicators added by teacher respondents that were not in the 
questionnaire list of indicators were solving problems for others (4 teachers, i.e., 17%) 
and leadership skills (1 teacher, i.e., 4%). 
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Table 6.3.4.2: Indicators of friendship as indicated by the teacher respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole number) 
Sharing 24  100 
Affection 18 75 
Working together 16 67 
Relationships 24 100 
Other- love  7 29 
Other- solving problems for others 4 17 
Leadership skills 1 4 
 
Further analysis of the relationship between the methods used to facilitate 
development of friendship and the indicators the teachers witnessed (see table 8.3.4.2) 
was conducted using cross-tabulation and chi-square (see Tables 6.3.4.3 and 6.3.4.4 in 
Appendix 6.2).  
 
The association between playing with others and the indicator solving problems for 
others was significant: 2 (1, N = 24) = 8.00, exact p = .01.In this case, as shown in 
table 8.3.4.3, four (44.4%) out of the nine teachers who used this method witnessed 
the indicator solving problems for others. There were also four teachers who did not 
use the method and none of them witnessed the indicator. 
The association between the method helping others in need and the indicator solving 
problems for others was significant:2 (1, N = 24) = 5.69, exact p = .04.In this case, as 
shown in Table 6.3.4.3, three teachers out of eight teachers who used this method 
witnessed the indicator solving problems for others. None of the teachers who did not 
use the method witnessed the indicator. 
 
As previously noted, the indicators sharing and good relationships with others were 
witnessed by all teachers, regardless of the method they used.  Similarly, the 
indicators of affection and working together were witnessed by most teachers, 
regardless of the methods used. 
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6.3.5: Empathy 
 
It can be noted, from Table 6.3.5.1 that role plays of people who were in situations 
that required empathy (16 teachers, i.e.,  67%) and telling stories of people in need 
(15 teachers, i.e., 62%) were the most commonly used methods to facilitate pupils’ 
development of empathy. Participating in group discussions of situations that need 
empathy and caring for others were used by half of the teachers to facilitate pupils’ 
development of empathy. Some teachers also felt that pupils playing together in the 
field and being selected to take others home when they were sick promoted empathic 
feelings in children.  
 
Table 6.3.5.1: Activities which teacher respondents indicated they use to promote 
pupils’ empathy 
Activity Used Number of 
teachers  
Number of teachers as percentage of the 24 teacher 
respondents (to the nearest whole number)  
Telling stories 15 62 
Role play 16 67 
Chance to participate in groups 12 50 
Other- caring for others 12  50 
Other- playing in the field 8 33 
Other- being selected to take others 
home 
9 37 
 
Table 6.3.5.2 shows the number of teachers who witnessed each indicator of the life 
skill empathy. This table shows that all the teachers witnessed the indicator sharing. 
The table also shows that 23teachers (96%) witnessed the indicator care for others. 
Eighteen teachers (75%) and 17 teachers (71%) respectively witnessed the indicators 
sympathy and affection. In response to the request for any other indicator of empathy 
that had been witnessed by the teachers but had not been included in the 
questionnaire, teachers added cooperation (4 teachers, i.e., 17%), making friends (7 
teachers, i.e., 29%) and responsibility (5 teachers, i.e., 21%). 
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Table 6.3.5.2: Indicators of empathy as indicated by the teacher respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 teacher 
respondents (to nearest whole number)  
Sharing 24 100 
Care for others 23 96 
Affection 17 71 
Sympathy 18 75 
Cooperation 4 17 
Making friends 7 29 
Responsibility 5 21 
 
Further analysis of the teachers’ questionnaire responses was done using cross 
tabulations and the chi-square to establish the relationships between the methods used 
to promote empathy and the indicators of empathy. Table 6.3.5.3 in Appendix 6.2 
shows that the indicators share and care were witnessed by nearly all of the teachers 
(between 90% and 100%), regardless of the methods they used. The indicators 
affection, sympathy and empathy were also witnessed by most teachers, regardless of 
the methods used.   
 
The relationship between the method of giving pupils the chance to play in the field 
and the indicator responsibility was significant: 2 (1, N = 24) = 6.19, exact p = .03. 
In this case, as shown in Table 6.3.5.3 in Appendix 6.2, four (50%) teachers out of the 
eight teacher respondents who had used the method witnessed this indicator. Only one 
teacher out of the 16 teachers (i.e., 6.2%) who did not use the method of giving pupils 
chance to play in the field nonetheless observed the indicator responsibility.  
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6.3.6: Negotiation 
 
It is notable 20(83%) teacher respondents indicated that giving pupils and opportunity 
to settle their own disputes promotes the life skill of negotiation (see table 6.3.6.1).  
The teachers 17 (i.e.,71%) also indicated that giving  pupils the opportunity to  take 
turns while doing different activities in and out of class promotes children’s 
development of negotiation skills. Sixteen (67%) teachers used organization of the 
pupils for different activities in and out of class to facilitate development of pupils’ 
negotiation skills.  
 
Table 6.3.6.1: Activities which teacher respondents indicated they use to promote 
pupils’ negotiation skills 
Activity Used  Number of teachers  Number as percentage of 
the 24 teacher respondents 
Chance to participate in group work 13 54 
Taking turns 17 71 
Settling disputes 20 83 
Organizing 16 67 
Other-requesting  2 8 
Other- role playing 5 21 
Other- selection of leaders 2 8 
 
Table 6.3.6.2 shows the number of teachers who witnessed each indicator of 
negotiation. Minimised or no fights among pupils in the class or compound was 
witnessed by 21teachers (88%). Pupils patiently taking turns while working in groups 
was witnessed by 18 teachers (75%) and pupils’ controlled free play together during 
break was witnessed by 16 teachers (66%). This table also shows that other than the 
indicators which were listed in the questionnaire, teachers also indicated they had 
witnessed the indicators pupils apologising to each other (4 teachers, i.e., 
17%),encouraging each other to be friends (3teachers, i.e., 12%) and working together 
(4 teachers, i.e., 17%). 
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Table 6.3.6.2: Indicators of negotiation as indicated by the teacher respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole number)  
Taking turns 18 75 
Playing together 16 66 
Fights 21 88 
Apologising 4 17 
Encouraging friendship 3 12 
Working together 4 17 
 
Further analysis using cross-tabulations and chi-square was conducted to investigate 
the relationship between the methods that teachers used to facilitate development of 
children’s negotiation skills and the indicators of those skills (see Tables 6.3.6.3 and 
6.3.6.4 in Appendix 6.2). Table 6.3.6.3 shows that a high percentage of all the 
teachers who used each method and even all those who did not use the methods 
witnessed the indicator minimized or no fights among pupils in the class or 
compound.  
 
Further analysis shows that all the methods indicated in Table 6.3.6.3 had a strong 
relationship with the indicators patiently taking turns while working in groups and 
controlled free play together during break. The only exception was the method of 
taking turns when doing an activity and the indicator controlled free play together 
during break where 17 teachers (70.8%) used the method and only 3of those teachers 
(42.9%) witnessed the indicator. At least 50% and at most 100% of all the teachers 
witnessed the indicators taking turns when doing an activity and controlled free play 
together during break regardless of whether they used the methods listed on the 
questionnaires or not.. 
 
In the analysis of the relationship between the method children organizing colleagues 
for an activity and the indicator controlled free play during break, the chi-square 
results were significant: 2(1, N = 24) = 6.00, exact p = .02.. In this case, as shown in 
Table 6.3.6.3, half of the respondents who witnessed this indicator used this method. 
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The table also shows that all the 8 teachers (100%) who did not use the method 
witnessed the indicatorcontrolled free play during break. 
 
 
 
 
6.3.7: Decision-making 
 
The data summarised in Table 6.3.7.1 show that teachers identified playing games as 
the method most used to facilitate the development of decision-making in children (18 
teachers, i.e., 75%).  Other common methods which teachers indicated they used in 
facilitating the development of pupils’ decision-making were participating in group 
activities (14 teachers, i.e., 58%), debating (13 teachers, i.e., 54%), and field trips (12 
teachers, i.e., 50%). Methods teachers used to facilitate the development of decision-
making that had not been indicated in the questionnaire, were role plays (3 teachers, 
i.e., 12%) and giving children clear instructions (2 teachers, i.e., 12%). 
 
Table 6.3.7.1: Activities which teacher respondents indicated they use to promote 
pupils’ decision-making 
Activity Used  Number of teachers  Number of teachers as percentage of the 24 
teacher respondents (to nearest whole number)  
   
   
Playing games 18 75 
Chance to participate in groups 14 58 
Debating 13 54 
Field trips 12 50 
Other- giving instructions 2 8 
Other- role plays 3 12 
 
Table 6.3.7.2 shows the number of teachers who witnessed each indicator of decision-
making. As seen in this table, 14 teachers (58%) witnessed generating alternative 
solutions to problems as an indicator of decision-making. Fewer teachers (less than 
50%) witnessed the indicators of children taking feasible courses of action (11 
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teachers, i.e., 46%), giving their own views (5 teachers, i.e., 21%) and leading others 
(4 teachers, i.e., 17%) as indicators of decision-making.  
 
Table 6.3.7.2: Indicators of Decision-making as indicated by the teacher 
respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole 
number)  
Finding solutions to problems 14 58 
Taking action 11 46 
Giving their own views 5 21 
Leading others 4 17 
 
Table 6.3.7.3 and table 6.3.7.4 in Appendix 6.2 show further analysis of the teachers’ 
questionnaire responses which was done using cross tabulations and the chi-square. 
This analysis explores the relationship between the methods that teachers used to 
facilitate development of children’s decision-making skills and the indicators of 
decision-making that the teachers had witnessed.   The chi-square results did not 
indicate any significant relationship between the methods used to promote decision-
making and the indicators of decision-making witnessed by teachers.  In most cases, 
the indicators of decision-making were almost equally likely to be observed by 
teachers whether or not they used the methods listed in the questionnaire. 
 
6.3.8: Critical thinking 
 
Table 6.3.8.1 below shows that all teachers used brain storming to facilitate 
development pupils’ critical thinking skills. Other highly used methods were debate 
(18 teachers, i.e., 75%), giving quizzes (17 teachers, i.e., 71%), asking and answering 
questions (16 teachers, i.e., 69%) and giving pupils the chance to participate in group 
work (14 teachers, i.e., 58%). To a lesser extent, think-pair-share (10 teachers, i.e., 
42%) and exposing children to selecting and evaluating information (4 teachers, i.e., 
17%) were used by the teachers to facilitate children’s critical thinking skills. 
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Table 6.3.8.1: Activities which teacher respondents indicated they use to promote 
pupils’ critical thinking  
Activity Used  Number of 
teachers  
Number of teachers as percentage of the 24 
teacher respondents (to the nearest whole 
number)  
Quiz 17 71 
Doing assignments 6 25 
Answering questions 16 69 
Brainstorming 24 100 
Think - pair – share 10 42 
Chance to participate in group work 14 58 
Debate 18 75 
Other selecting and evaluating 
information 
4 17 
 
Table 6.3.8.2 shows the number of teachers who witnessed each indicator of the life 
skill critical thinking. Most teachers (18 teachers, i.e., 75%) witnessed the indicator 
children developing arguments and presenting them systematically. Other frequently 
witnessed indicators of critical thinking were children giving their own views (16 
teachers, i.e., 67%) and children giving properly reasoned out answers to teachers’ 
questions (13 teachers, i.e., 54%). In response to any other indicator of critical 
thinking the teachers may have witnessed but was not indicated in the questionnaire, 
teachers indicated giving a correct answer and children appreciating and accepting 
defeat.  
 
Table 6.3.8.2: Indicators of critical thinking as indicated by the teacher 
respondents 
Indicator Number of 
teachers 
Number of teachers percentage of the 24 teacher 
respondents (to nearest whole number)  
Giving own views 16 67 
Giving reasoned answers 13 54 
Developing arguments and presenting them 
systematically  
18 75 
Other- giving correct answer 2 8 
Other- Children appreciating and accepting 
defeat  
2 8 
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Further analysis of the relationship between the methods that teachers used to 
facilitate development of children’s critical thinking skills and the indicators of 
critical thinking witnessed by teachers was conducted using cross-tabulations and chi-
square (see Tables 6.3.8.3 and 6.3.3.4 in Appendix 6.2).   The chi-square tests indicate 
that there was no statistically significant relationship between any method used to 
facilitate development of the life skill critical thinking and any of the indicators of the 
life skill.  In most cases, teachers observed the indicator whether or not they used the 
methods listed on the questionnaire.  Brainstorming was used by all of the teachers 
and was associated with each indicator of critical thinking except giving correct 
answers and appreciating and accepting defeat. These indicators were added to the 
questionnaire by teachers.  In the case of the method of think-pair-share, there was 
evidence of some relationship with the indicator of developing reasoned arguments, 
albeit not a significant one.  Ninety per cent of teachers who used this method 
witnessed the indicator in contrast to 63% who did not use the method and who 
witnessed the indicator. 
 
6.3.9: Creative thinking 
 
Teachers used a variety of methods to facilitate children’s development of creative 
thinking as reflected in Table 6.3.9.1. Fourteen teachers (58%) used both storytelling 
and essay writing, 13 teachers (54%) used involving children in solving a conflict and 
12 teachers (50%) used both craft work and jigsaw puzzles to develop creative 
thinking. In response to any other method teachers may have used to facilitate 
development of creative thinking that was not listed in the questionnaire, 8 teachers 
(33%) indicated completing a jumbled story. 
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Table 6.3.9.1: Activities which teacher respondents indicated they use to promote 
pupils’ creative thinking 
Activity Used Number of 
teachers  
Number of teachers as percentage of the 24 teacher 
respondents (to nearest whole number)  
Craft work 12 50 
Jigsaw puzzles 12 50 
Telling a story 14 58 
Writing an essay 14 58 
Solving a conflict 13 54 
Other- completing a 
jumbled story 
8 33 
 
 
Table 6.3.9.2 shows the number of teachers who witnessed each indicator of creative 
thinking. Fourteen teachers (58%) witnessed both telling interesting stories and 
solving problems. Thirteen teachers (50%) witnessed both writing interesting essays 
and identifying consequences to different courses of action. Finally 2 teachers (8%) 
witnessed pupils’ writing and reading short stories.  
 
Table 6.3.9.2: showing indicators of creative thinking as indicated by the teacher 
respondents 
Indicator Number of 
teachers 
Number of teachers as percentage of the 24 
teacher respondents (to nearest whole number)  
Telling stories 14 58 
Solving problems 14 58 
Writing essays 13 54 
Accepting consequences 13 54 
Writing and reading short stories 2 8 
 
Further analysis of the relationship between the methods that teachers used to 
facilitate development of children’s creative thinking skills and the indicators of 
creative thinking witnessed by teachers  was conducted using cross-tabulation and 
chi-square (see Tables 6.3.9.3 and 6.3.9.4 in Appendix 6.2).  The chi-square exploring 
the association between relationship using conflict resolution case studies as a 
teaching method and the indicator telling interesting stories, was significant: 2(1, N = 
231 
 
24) = 4.61, exact p = .046.  Table 6.3.9.3 shows that while 5 of the 13 teachers (i.e., 
38%) who used this method witnessed the indicator, nine teachers (81.8%) of the 
teachers who did not use the method nonetheless observed the indicator telling 
interesting stories. 
 
 
 
 
6.3.10: Problem-solving 
 
Table 6.3.10.1 shows that teachers used a variety of activities to facilitate 
development of problem-solving skills in children. Fourteen teachers (58%) indicated 
they used three methods namely, enabling children to participate in case studies of 
conflicts, involving children in resolving conflicts in the class and discussing problem 
situations in children’s lives. Twelve teachers (50%) indicated they used involving 
children in case studies of problem situations. In response to any other method that 
the teachers may have used but had not been indicated in the questionnaire, a high 
number of teachers indicated they had used (21 teachers, 87%) jigsaw filling. This is 
an interesting result which indicates a different interpretation of problem-solving. Six 
teachers (25%) indicated solving tasks and questions.   
 
Table 6.3.10.1: Activities which teacher respondents indicated they use to 
promote pupils’ problem-solving 
Activity Used Number of 
teachers 
Number of teachers as percentage of the 24 teacher 
respondents (to nearest whole number)  
Case studies of problem solutions 12 50 
Case studies of conflicts 14 58 
Resolving conflicts 14 58 
Discussing problems 14 58 
Other- solving tasks and questions 6 25 
Other- jigsaw filling 21 87 
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Table 6.3.10.2 shows the number of teachers who witnessed each indicator of 
problem-solving. The table shows that the highest number of teachers (15 teachers, 
i.e., 62%) witnessed children helping others to avoid problem situations. Half of the 
teachers (12 teachers, i.e., 50%) witnessed children presenting alternative solutions to 
problems. Less than half of the teachers (11 teachers, i.e., 46%) witnessed children 
avoiding problem situations and nine teachers (37%) witnessed children negotiating 
consensus on conflicts. In response to any other indicator of problem-solving the 
teachers may have witnessed but had not been listed in the questionnaire, 14 teachers 
(58%) indicated they had witnessed answering questions. 
 
 
Table 6.3.10.2: showing indicators of problem-solving as indicated by the teacher 
respondents 
Indicator Number of 
teachers 
Number of teachers percentage of the teacher 
respondents (to nearest whole number)  
Giving alternatives 12 50 
Avoiding problem situations 11  46 
Helping others 15 62 
Negotiating 9 37 
Other - answering questions 14  58 
 
 
Further analysis of the relationship between the methods that teachers used to 
facilitate the development of children’s problem-solving skills and the indicators of 
problem-solving witnessed by teachers was conducted using cross-tabulations and 
chi-square (see Tables 6.3.10.3 and 6.3.10.4 in Appendix 6.2). In the analysis of the 
relationship between the method discussing problem situations in children’s lives and 
the indicator children presenting alternative solutions to problems, the chi-square 
results were significant: 2 (1, N = 24) = 10.97, p = .001. In this case, 9 teachers 
(90%) who did not use the method nonetheless witnessed the indicator presenting 
alternative solutions to problems. 
 
In other cases the relationship between methods used to teach problem-solving and 
some indicators appeared strong albeit not statistically significant.  Of those teachers 
who asked children to solve tasks and questions, 66.7% witnessed children avoiding 
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conflict and 83.3% witnessed children helping others compared to 38.9% and 55.6% 
respectively of those who did not use that method.  Two thirds (66.7%) of teachers 
who gave children case studies of problem situations found that children suggested 
alternatives to problems compared to 36.4% who did not use that method.  Similarly 
64.3% of teachers who involved children in resolving conflicts in class witnessed 
children generating alternatives to problems in contrast to 33.3% of the teachers who 
did not use that method.  
 
6.4 Summary of results 
 
Data from classroom observations and teacher questionnaires were presented in this 
chapter.  The main findings from these data sources are summarised here under each 
of the relevant research questions: 
 Is there any evidence that pupils’ demonstrate the life skills listed in the 
curriculum? 
o Classroom observations suggest that children show evidence of 
assertiveness, effective communication, negotiation, task analysis 
associated with critical thinking and positive interpersonal skills. 
 What methods are teachers using to develop life skills?  
o Analysis of lesson plans shows that methods for teaching life skills are 
not directly listed but methods that facilitate life skills are evident in 
the methods listed and observed.  Explanation was the method most 
frequently listed in lesson plans.  While this method is not participatory 
other more participatory methods were evident in lesson plans.  The 
most common ones were question and answer and discussion.  
Discussion was generally conducted on a whole class basis, where it 
was more like question and answer than group discussion.  Teacher-
learner interactions were observed that could facilitate life skills.  
These were positive feedback and encouragement, opportunity to 
explain points of view and opportunity to negotiate with others.  There 
was also evidence of warm and positive teacher-learner interaction that 
encouraged politeness, sharing, assertiveness and friendly interactions 
between children. 
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o Analysis of questionnaires by life skill 
 Assertiveness – Most methods used by teachers focussed on 
children discussing, debating and giving their opinions.  The 
methods listed in the curriculum were used by between 
approximately 60 and 80% of teachers. 
 Self-esteem – The methods listed in the curriculum were used 
by approximately 60% - 90% of teachers.  Answering questions 
was by far the most common method. 
 Self-awareness – Of the three methods listed in the curriculum 
positive feedback was most common, being used by 75% of 
teachers, with the chance to answer questions used by 62% of 
teachers.  The third method of performing individual tasks was 
only used by 50% of teachers. 
 Friendship – The methods listed in the curriculum were used by 
over 80% of teachers. 
 Empathy – The methods listed in the curriculum were used by 
50% to 67% of teachers. 
 Negotiation – The methods listed in the curriculum were used 
by between 54% and 83% of teachers.  The most frequently 
used method was settling disputes. 
 Decision-making – The methods listed in the curriculum were 
used by 50% - 58% of teachers.  Playing games was the only 
exception with 75% of teachers using this method. 
 Critical thinking – Brainstorming was used by all the teachers.  
Methods relating to provide answers and debate were used by 
approximately 70% to 75% of teachers.  Group activities were 
less common. 
 Creative thinking – The methods were used by 50% to 58% of 
teachers. 
 Problem-solving – The most commonly used method was 
jigsaw filling which is not listed in the curriculum.  Most of the 
methods listed in the curriculum were used by 58% of teachers.  
Case studies of problems were used by only 50% 
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 Are the indicators of life skills listed in the curriculum being observed by 
teachers? 
o Analysis of questionnaires by life skill 
 Assertiveness – Indicators were listed by 50% of teachers at 
most.  Of the two listed in the curriculum effective 
communication was listed by 50% of teachers and giving one’s 
own point of view by only 37%.   
 Self-esteem – Indicators were listed by 67% - 75% of teachers.  
The indicators relate to pupils’ willingness to offer answers and 
contribute to class activities. 
 Self-awareness – Indicators were listed by 62% to 75% of 
teachers.  As with self-esteem, these indicators relate to pupils’ 
willingness to participate in class activities and to give their 
opinions. 
 Friendship – Of the indicators listed in the curriculum, sharing 
and good relationships between children were observed by all 
teachers.  Working together and affection were also witnessed 
by most teachers. 
 Empathy – Sharing was observed by 100% of teachers and care 
by 96%.   Sympathy and affection were observed by over 70% 
of teachers but the other indicators were less frequent.  
 Negotiation – Three of the six indicators were observed by less 
than 20% of teachers.  The remaining three were observed by 
66% to 88% of teachers of which the absence of fighting was 
the most common.  
 Decision-making – Only one indicator – finding solutions to 
problems – was observed by more than 50% of teachers and 
that one was witnessed by 58%.  Taking action was witnessed 
by 46% but the remaining indicators were witnessed by less 
than 20% of teachers. 
 Critical thinking – The three indicators were witnessed by 54% 
to 75% of teachers. 
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 Creative thinking – The indicators were witnessed by 54% to 
58% of teachers with the exception of writing and reading short 
stories which was witnessed by only 2 teachers. 
 Problem-solving – The indicators listed in the curriculum were 
listed by 37% to 62% of teachers.  Of these, helping others was 
the most common.  Almost 60% of teachers added the indicator 
answering questions. 
 Are the teachers who use the life skills teaching methods listed in the 
curriculum more likely to observe the indicators of life skills listed in the 
curriculum than teachers who do not use those methods? 
o An effort was made to answer this question by analysing the 
relationship between methods and indicators on the questionnaire for 
each life skill.  In this case, while some of the chi-squares were 
significant, they were significant because the number of teachers who 
witnessed an indicator even though they had not used the method was 
greater than that expected by chance.  In the following summary, only 
those results that showed a statistically significant association between 
the use of a method and the witnessing of indicators are reported. 
 Assertiveness – no significant association between using the 
methods and observing the indicator 
 Self-esteem – no significant association between using the 
methods and observing the indicator 
 Self-awareness – no significant association between using the 
methods and observing the indicator 
 Friendship –a statistically significant association was found 
between giving pupils a chance to share materials and affection 
between pupils. A statistically significant association was found 
between playing with others, helping others and solving 
problems for others. A strong but statistically insignificant 
relationship was found between observed affection amongst 
pupils, getting children to work in groups and teachers’ 
showing friendship to learners.   
 Empathy – a number of strong relationships were observed but 
only one was statistically significant, which was the association 
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between giving children a chance to play in the field and 
responsibility. 
 Negotiation – no significant association between using the 
methods and observing the indicator 
 Decision-making - no significant association between using the 
methods and observing the indicator 
 Critical thinking - no significant association between using the 
methods and observing the indicator 
 Creative thinking - no significant association between using the 
methods and observing the indicator 
 Problem-solving - no significant association between using the 
methods and observing the indicator 
 
6.5: Conclusion 
 
In this chapter, results from the 24 lesson observations of primary 5 and primary 2 
data were analysed and presented. These analyses revealed that when teachers make 
their lesson plans, they list the life skills they intend to develop during the teaching 
learning process. However the lesson plans did not reflect how the life skills listed 
were going to be developed during the teaching learning process.  Teaching methods 
in observations were dominated by explanation.  Discussion was evident but mostly 
through question and answer and whole class discussion. 
 
During teaching, the observation results indicated that teachers created situations that 
could facilitate development of pupils’ life skills. Teachers created a positive class 
atmosphere through positive interactions with children.  This appeared to encourage 
pupils and positive interpersonal relationships between children were also observed as 
was care for each other. 
 
There appeared to be an emphasis on life skills for knowing and living with oneself 
and for knowing and living with others across the life skills in the questionnaires and 
observations, rather than on life skills relating to decision-making, with the exception 
of critical thinking. Looking at all the indicators, the most frequently indicated life 
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skills according to the questionnaire were friendship and empathy.  Assertiveness was 
evident in class observations but evidence from the questionnaire was not as strong.  
On the other hand, self-awareness and self-esteem were frequently observed across all 
indicators.  Observation of negotiation indicators was uneven but half of the 
indicators were frequently observed.  Critical thinking was observed by most teachers  
Creative thinking and problem-solving were observed by a majority of teachers but 
were not as common as other life skills.  Decision-making was the least commonly 
indicated life skill. 
 
Methods for life skills suggested in the curriculum were being implemented most of 
the time by at least half of the teachers.  The methods for assertiveness, self-esteem, 
friendship and critical thinking were most frequently implemented.  It is notable that 
assertiveness was less frequently observed compared to others in this group.  The 
methods for self-awareness, empathy and negotiation were implemented by one half 
to three quarters of teachers.  Methods for decision-making, creative thinking and 
problem-solving were less common.   
 
The association between methods and indicators was not statistically significant.  In 
some cases, e.g., friendship, this is possibly because most teachers used the method 
and observed the indicator.  Teachers who did not report using specific methods 
reported witnessing the indicators nonetheless, perhaps because much of life skill 
development is informal and not associated with particular methods.  The picture that 
emerges from the analysis of the observations and questionnaires is a mixture of 
formal and informal methods that appear to encourage the development of life skills, 
although a clear association between deliberate teaching of life skills and observed 
indicators of life skills is difficult to establish.  The implications of these results and 
of the results of interviews and focus groups are discussed in the next chapter. 
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CHAPTER 7: DISCUSSION OF RESULTS 
 
7.1: Introduction 
 
This study explored how life skills education is being implemented in Ugandan 
primary schools.   Qualitative and quantitative research methods were used to 
ascertain the perception of life skills education amongst children, parents, teachers, 
head teachers and education officials.  A purposive sampling technique was used to 
select the 120 pupils, 24 primary school teachers, 22 parents, 12 primary school head 
teachers, 5 Coordinating Centre Tutors and 3 district education officials who 
participated in the study by responding to questionnaires and taking part in interviews 
and focus groups.  In this chapter, I will discuss the results of the study starting with 
perceptions or understandings of life skills, then proceeding to the value attributed to 
life skills, the influences on pupils’ life skills development, relationships between 
methods and life skills indicators and life skills education challenges. I will then 
discuss the limitations of the study. 
 
7.2: Perceptions of life skills (or) understanding of life skills 
 
7.2.1: Introduction 
 
The aim of this study was to explore how life skills education is being implemented in 
Ugandan primary schools.  It also investigated educators’ and parents’ perceptions of, 
competences in and attitudes toward life skills education in primary schools. The 
study further explored children’s experiences of life skills and life skills education.  
This section discusses the parents’ and educators (teachers, head teachers CCTs and 
education officers) perceptions or understandings of life skills. Pupils were not asked 
explicitly about their perceptions of life skills because the life skills education 
programme in primary schools in Uganda was infused across the curriculum and so 
pupils’ opinions of life skills are discussed in subsequent sections. The infusion 
means that there is no dedicated life skills curriculum, rather life skills is taught 
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through the content of other curricular areas, using a variety of methods and activities. 
The life skills to be developed among the pupils are listed against every theme or 
topic to be taught in each curricular area. The sixteen life skills to be infused and 
developed while teaching different subjects are listed in Appendix 1.1and 1.2 
 
Literature shows that perceptions of life skills are divergent. Yankah and Angleton 
observed that according to the WHO, “Skills that can be said to be life skills are 
innumerable, and the nature and definition of life skills are likely to differ across 
cultural settings” (WHO/Western Pacific Regional Office, 2003 cited in Yank and 
Angleton, 2008, p.466). They further observe that a recent development agency report 
suggested that “the concept of life skills education is difficult to grasp in program 
documents” and that “the term life skills remains imprecise and even unclear to most 
actors” (Tiendrebeogo, Meijer, and Engleberg, 2003, cited in Yankah and Aggleton, 
2008 p.466). The findings of this study reflect the findings in this literature because, 
as reflected in the paragraphs below, educationalists and parents’ perception of life 
skills seemed to be divergent, focusing on the totality of nurturing a child other than 
specifically focusing on the psychosocial life skills initially earmarked for infusion in 
the Ugandan primary school curriculum.      
 
7.2.2: Teachers’ perceptions or understandings of the life skills curriculum 
 
In this section, teachers’ understanding and general implementation of the life skills 
curriculum is summarised.  The use of specific methodologies is discussed later in this 
chapter. The teachers in the primary schools had mixed perceptions of what life skills 
are. The findings of this study show that teachers’ concept of psychosocial life skills 
and the selection of these psychosocial life skills for their lessons was divergent. 
About 20% of the teachers had a clear knowledge of the psychosocial life skills 
advocated for in the Ugandan life skills programme. This was reflected in their lesson 
plans when they listed the life skills they felt they would develop among the children 
in their lessons. Teachers also knew and were aware that the psychosocial life skills 
are competencies for the protection of the child. They emphasized that life skills help 
the child himself or herself. Since these teachers were able to select the right life skills 
241 
 
to be integrated in their teaching, they were implementing the infusion approach 
adopted in Uganda’s life skills programme (WHO, 2003).  
 
On the other hand, the findings showed that the majority of the teachers (80%) did not 
distinguish between life skills, values and life skills’ indicators. They seemed to take 
the concept of life skills as life and living in general. For example, to these teachers an 
indicator, a value, and anything moral or vocational were taken to be a life skill. The 
problem was reflected mainly in the data collected from the teachers during 
observation of the lessons and interviews. For example teachers’ lists of life skills to 
be developed in the lesson plans reflected this confusion of indicators, values and life 
skills. These lists included the psychosocial life skills, values and indicators (see 
Appendix 6.1).  
 
The primary school curriculum in Uganda focuses on the development of 
psychosocial life skills. Psychosocial life skills are  a child’s ability to maintain a state 
of his or her mental well-being and to demonstrate this in adaptive and positive 
behaviour while interacting with others, his/her culture and environment as asserted 
by World Health Organisation (WHO, 1997). In particular, life skills are a group of 
psychosocial competencies and interpersonal skills that help people make informed 
decisions, solve problems, think critically and creatively, communicate effectively, 
build healthy relationships, empathise with others, and cope with and manage their 
lives in a healthy and productive manner (WHO, 2001 cited in UNICEF, 2005, p. 2). 
This is contrary to life skills defined in general terms. For example, Hendricks in the 
Targeting Life Skills (TLS) Model defines life skills as skills that help an individual 
pupil to be successful in living a productive and satisfying life (Hendricks, 1996). 
Hendricks’ definition requires a child to be productive which has a connotation of 
vocational life skills.  
 
The findings of this study show that participating teachers confuse general and 
psychosocial life skills. This confusion seems to be caused by cultural interference 
and literal interpretation of what life skills are due to teachers’ experiences in daily 
life. However, as we shall see in the next sections, this was not unique to teachers. 
The results of the study show that the majority of the respondents, regardless of 
whether one was a teacher, a head teacher, a CCT, an education officer or parent, 
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understood children’s life skills education in the context of moral, vocational or 
academic nurture of children.  
 
This confusion, especially among teachers raises concern since teachers were said to 
have accessed an orientation or training before the commencement of the programme. 
Further still, successful implementation of the life skills programme in primary 
schools depends on effective teacher practice in the classroom. Joe et al observe that 
“for four decades, educational researchers have confirmed what many parents know: 
children’s academic progress depends heavily on the talent and skills of the teacher 
leading their classroom” (Joe et al, 2009, p.1).One aspect of effective teaching is a 
clear understanding of subject matter (Barry, 2010; Bulger, Mohr and Walls, 2002). In 
the life skills education programme in Uganda, the sixteen life skills constitute the life 
skills education subject matter. However, these are not to be taught directly as subject 
matter. The emphasis is therefore on the methods used to infuse and teach the life 
skills through existing curricular content.   For this approach to be successful, teachers 
need to understand the life skills to be infused.  Lesson observations and interviews 
suggest that teachers have difficulty clearly defining life skills and consequently, have 
difficulty with the method of infusion. 
 
One of the reasons for teachers’ lack of understanding of life skills may be the 
reported deficiencies in orientation and training before the commencement of the 
implementation of the life skills programme. For proper implementation of 
innovations like life skills education, effective sensitisation and orientation of the 
whole user system, especially teachers are required. That is why Malderez and Wedell 
emphasize that “the effective teaching of teachers is the key factor influencing the 
extent to which the effective implementation of new education policies and 
curriculum reforms takes place as intended”(Malderez and Wedell, 2007, cited in 
Orafi, 2013 p. 16). In order to be effective, “teachers need to acquire the skills and 
knowledge to implement something, particularly if it is slightly different to their 
existing methods” (Careless, 1999, cited in Orafi 2013, p.17). Teachers reported 
deficiencies in training. Firstly, only one teacher was taken from each school when all 
the primary school teachers had to facilitate development of pupils’ life skills 
development by the time of the study. Secondly, teachers who attended the training 
said that the training programme was overloaded with other things to cover. Life skills 
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education was therefore given insufficient time. This is a factor which Adey and 
Hewitt (2004 p.156, cited in Orafi ibid) suggest is detrimental to teachers’ acquisition 
of new skills, knowledge and attitudes. Even after training, the curricular materials are 
also misleading in that the life skills section, in some sections of the curriculum is 
headed life skills and values and the lists under this heading include mixed lists of life 
skills, values and life skills indicators (National Curriculum Development Centre 
(NCDC), 2008, P.9).  
 
Two other important elements in the delivery of the life skills curriculum are the 
creation of an atmosphere of caring in the classroom and the use of participatory 
learning techniques (Chan, Lau and Yen, 2011; Weimer, 2013). In the lessons 
observed, care was observed. For example, teachers made an effort to encourage 
pupils’ participation and cared to give positive feedback to motivate pupils and 
sustain this participation.  With regard to participatory methods, a baseline study 
conducted before the life skills education in Uganda began indicated that such 
methods were not being used to promote life skills: 
In the baseline study to determine the level of life skills among Ugandan primary 
school children, Cele et al (1996) found that while the level of life skills was not very 
high, the teaching styles and teaching learning environments were generally not 
promoting the acquisition of life skills by the children. Teachers were using mostly 
teacher-centred methods which allowed limited or no pupil involvement and 
participation.  
                                                                           (Republic of Uganda/UNICEF, 1997, P.15) 
 
 The classroom observations conducted as part of this study indicated that progress 
had been made in this regard.  During observation of the lessons, teachers tried to use 
methods like explanation, question and answer, demonstration, small group 
discussions, brain storming and discovery. During the lessons observed, pupils were 
also given the opportunity to share, work together as a team, select leaders and in 
some cases rotate these leaders.  Pupils were also asked to stand up and answer the 
teachers’ questions in well-constructed sentences with fluency. It appears therefore 
that teachers are taking on board the message that life skills education needs to be 
participatory.  
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7.2.3: Parents’ perceptions and understandings of life skills 
 
Parents seemed to view life skills as development of their children in all spheres of 
life. That is why their responses reflected life skills as being vocational, moral, social, 
academic and psychosocial development. Some of the parents had an explanation of 
life skills as having a good life which they even further explained as a good job. In 
this case, much as these parents associated life skills with their children developing in 
all spheres of life, they emphasised vocational skills that could enhance their 
children’s earning. That is why these very parents seemed to associate life skills with 
the current trends in the international community where people are making a living 
from sports, computer knowledge, music, dance and drama. In Uganda, parents seem 
to have seen how sports including athletics, football, basketball, rugby, netball, etc., 
have become a lucrative asset for any child who is competent in any of them. Parents 
have also seen how music, dance and drama artists are earning. Computer skills are 
considered as modernity by the parents. In this case, some parents wished that their 
children’s talents in all these areas be developed by the school to enable their children 
to earn high incomes. There were parents who added conformity to culture, 
socialisation, respect and their children’s academic excellence to the vocational 
emphasis. In this context, parents felt that their children should have diversified 
education in all these areas.  
 
These findings show that parents’ perception of pupils’ life skills was focussed on the 
total development of the child. The parents seemed to be contented with “a child’s 
learned ability that could enable him or her do something well and live a fruitful, 
productive and satisfying life” (Francis, 2010, online). The learned ability could be in 
the areas of vocational skills, relationships, behaviour, morality or academics. For 
example, traditionally, life skills include abilities in cooking, washing dishes, personal 
grooming, grocery shopping, street crossing, counting money, farming, carpentry, hair 
dressing and business skills (Bakhshi, et al., 2004, p.5). This study also shows that a 
considerable number of Ugandans view life skills education as promotion of 
children’s mental well-being and competence, health and positive social relationships, 
reflecting the  categorisation of life skills into skills for knowing and living with 
oneself, skills for knowing and living with others and skills for decision-making.  
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It is clearly explained in the life skills manual that the focus of the life skills 
programme in Uganda are the psychosocial skills (Republic of Uganda/UNICEF, 
1997). The focus of Uganda in this area is supported by World Health Organisation 
(WHO): 
 
Psychosocial competence has an important role to play in the promotion of health in 
its broadest sense; in terms of physical, mental and social well-being. In particular, 
where health problems are related to behaviour, and where the behaviour is related to 
an inability to deal effectively with stresses and pressures in life, the enhancement of 
psychosocial competence could make an important contribution. This is especially 
important for health promotion at a time when behaviour is more and more 
implicated as the source of health problems. 
                                                                                               (WHO, 1997, p.1) 
 
In this context, the parents more general conception of life skills seems to interfere 
with a collective effort of focussing on the development of pupils’ psychosocial skills. 
This raises difficulties because parents’ attitudes, knowledge, skills and overall 
perceptions influence their children’s life skills development which is being 
emphasised in school. According to the findings of this study, one of the issues for 
parents is that they were never trained or given any orientation in life skills education. 
It is only some of the teachers who underwent orientation or training. The other 
teachers, educationists and parents had none. This means what the parents knew about 
life skills was limited. The next section summarises the general stakeholders’ 
perception of life skills.   
 
7.2.4: General stake holders’ perception of life skills 
 
The adult stakeholders who participated in this study (educationists and parents) 
viewed the development of their children in totality and therefore viewed life skills as 
a way of developing their children in many spheres of life. They viewed life skills in 
the context of psychosocial, social, moral, academic and vocational development of 
their children. It should be noted, as discussed in the preceding chapter that parents 
were more interested in their children’s development of vocational skills.  
 
The perception of parents, teachers, head teachers, CCTs and education officials on 
the one hand, perceived life skills in the context of psychosocial competencies. They 
felt that the children had life skills because they were assertive, had self-esteem, 
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needed to have friends and communicated effectively. For example, parents wanted 
teachers to help their children to develop assertiveness (especially girls) in order to be 
secure on their way to and from school. The stakeholders also said that life skills 
involved making decisions, communication skills, critical thinking and coping with 
stress. These terms are listed in the life skills education programme for primary 
schools in Uganda.  
 
Teachers and head teachers viewed life skills as social competencies. Further analysis 
of the results established that life skills listed in the above paragraph were in some 
cases mixed in with terms like cooperation, appreciation, respect, and tolerance. It is 
plainly clear that none of these terms or concepts is life skills are reflected in the life 
skills programme in Uganda. Rather, they are social competencies that children need 
to enhance positive relationships. In the technical language of life skills education, 
these are values which are also in some cases mixed in with the lists of life skills in 
the primary school curriculum and primary school teaching.  
 
While parents recognize that psychosocial skills are part of life skills and would like 
their children to have psychosocial competencies, they emphasise vocational skills 
and skills that will lead to academic success. Educators recognize that psychosocial 
skills are the life skills they have to facilitate. The only problem is that they, 
especially teachers who plan and teach, confuse the 16 life skills in the curriculum 
with the examples of indicators of these life skills and values listed in the curriculum. 
Teachers, who are also parents, felt that their children should exhibit academic 
excellence as well as acquire vocational skills. It was also generally established in this 
study that cultural values led to a perception of life skills that was at odds with that 
promoted in the curriculum.  This was noticeable in the area of gender equality.  
Teachers reported that traditional parents still expected girls to be submissive and also 
reported that some boys were difficult to manage because of their attitude to the girls. 
For example, boys did not want to sit with girls while in class.  While assertiveness is 
promoted in the life skills curriculum, at least one parent praised a child for being 
assertive, when that child’s behaviour could be interpreted as disrespectful. This 
further illustrates differences in parents’ interpretation of life skills. 
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Teachers and parents also had concerns about the health of their children. They both 
see health education as part of life skills.  The association of life skills education with 
health education by teachers is understandable given that many life skills education in 
the past focused on health issues. For example, as reflected in chapter one, the initial 
life skills related programme was the School Health Education Project (SHEP).  
 
Culturally, parents also valued the role life skills education has in promoting 
abstinence from pre-marital sex. This was also supported by some teachers. 
According to these teachers and parents, a girl getting married before any 
involvement in sex is a cultural value. Parents and teachers also expected life skills to 
be reflected in behaviour. The problem here seemed to be demarcating what correct 
behaviour is for the child.  For example, while children advocated for sharing of 
resources, some parents resisted their children’s sharing of scarce resources. 
 
7.3: Value of life skills 
 
7.3.1: Introduction 
 
In this study, it was established that life skills had value in different areas of the 
child’s development. The value of life skills in this section is therefore going to be 
discussed under the sections: Value of formal life skills curriculum, Life skills 
enhance pupils’ security, Life skills facilitate pupils’ personal relationships and life 
skills facilitate informed decision-making.  
 
7.3.2: Value of the formal life skills curriculum 
 
The primary school curriculum is constituted by both formal and informal settings. 
The formal curriculum referred to in this section “includes the activities 
accommodated in the regular hours of school. The timetable of the school allocates 
specific periods of teaching time for different areas of the formal curriculum” (Jack, 
n.d. p.2). During the regular hours of school, children have sessions in the class and 
out of the class. When out of the class, children play. As they play, there is incidental 
learning which according to UNESCO (2005) is “random learning”. During this time, 
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children gave testimonies of how they play together and learn many things. Children 
said that during this playtime, they associate and make friends. Children said they also 
develop negotiation skills because as they organise their play, they have to agree on 
who is to play for which side and why as they form teams.   
The life skills curriculum promotes positive HIV/AIDS sensitization and sensitivity 
among the pupils. Children expressed sensitivity to the dangers of sexual abuse by 
explaining what bad touches were and the need to avoid them. Children also had 
knowledge of risky situations that could lead to sex before marriage. Part of the 
formal curriculum in primary schools includes deliberate distribution and placement 
of messages in different parts of the school compound. These are educative messages 
for the children. These messages include: sex before marriage is dangerous, virginity 
is a blessing, HIV/AIDS kills, avoid risky situations and places, avoid bad touches, 
etc. The value of these messages is that children are enabled to learn and review what 
the teachers and parents tell them at school and at home. It should be noted that while 
the study did not explicitly ask the children about the life skills curriculum, I did 
discuss with them situations where life skills would be required and consequently got 
an indication of their opinions about life skills.  
 
7.3.3: Life skills enhance pupils’ assertiveness and social relationships 
 
Life skills enable children to develop strategies to protect themselves.  Life skills 
education can help children to resist other negative behaviour (Botvin, Griffin and 
Nichols, 2003). For example, “there is growing evidence that prevention programs 
that effectively target early-stage substance use can disrupt the developmental 
progression to more serious levels of drug involvement” (Botvin, Scheier and Griffin, 
in press cited in Botvin, Griffin and Nichols, 2003, p.3). In this study, there were a 
number of examples of how children used life skills as protection for themselves. For 
example, a parent testified that his daughter told him point blank that smoking is bad 
when he started smoking while seated with her in the sitting room. Surprising to the 
father, the daughter insisted that she wanted to leave the room when she saw the 
father still smoking. 
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Pupils also use life skills to ensure their security during play. For example, children 
ensure that the continuity of play by resolving conflicts that erupt during play. They 
said they do this by separating those who fight after a misunderstanding, encouraging 
forgiveness of one another in situations of conflict, ignoring a situation that could 
erupt into a fight or misunderstanding and sometimes, when they feel the situation is 
extreme, seeking the counsel of the teachers. 
 
Children also realised that friendship formation is a security measure because they 
were seemed to be convinced that friends do not fight one another. They also had 
experiences of providing for one another when one was in a situation of need. For 
example, children had accounts of friends sharing food and writing materials. In the 
literature on friendship, Ferrer and Fugate observe that “friendships help children 
develop emotionally and morally. In interacting with friends, children learn many 
social skills, such as how to communicate, cooperate, and solve problems” (Ferrer and 
Fugate, 2010, p.1).  Each of these values of friendship listed by Ferrer and Fugate are 
evident in the children’s testimonies, implying life skills influence pupils’ social 
relationships. Personal relationships among children therefore require children’s 
social skills’ competencies. According to Kashani and Bayat (2010), “Social skills are 
a collection of learned abilities that enables an individual to communicate with a 
proper capability and form, in a social aspect” (p.1028). Different life skills have the 
potential to develop children’s social skills. The role of assertiveness, empathy and 
negotiation and problem-solving in developing children’s social skills is discussed 
next. 
 
One of the life skills considered and studied in this study was assertiveness which 
means the child “standing up for his or her personal rights by expressing thoughts, 
feelings and beliefs in direct, honest and appropriate ways” (SkillsYouNeed.com-
Assertiveness, 2014). Kashani and Bayat assert that “one of the important items of 
social relations and social skills is self-expression (assertiveness)” (Kashani and 
Bayat, 2010, p.1028).  In this study, teachers, and children testified that life skills 
education had made the children assertive. For example, one female teacher said that 
if you soiled your dress and a child of these days saw it, s/he would freely inform you 
without fear. A pupil also said that if she failed to understand what the teacher was 
teaching, she would ask for help. Owing to the scarcity of transport in villages and 
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traffic jams in towns in Uganda, motor cycle riders (boys and young men) called boda 
cyclists provide easy and quick transport. These cyclists now cover the entire country 
and can be threatening to children. One parent explained that assertiveness would help 
their children avoid the dangers of boda cyclists while on their way to school and 
back home, without annoying them (boda cyclists). The children’s ability to avoid the 
unwanted advances of boda cyclists, while not antagonising the cyclists is an example 
of Bury, Lovelavd, Storm and Gibson’s (2003) explanation that “an assertive person 
not only insists on his or her logical request and shows disagreeable behavior to 
defend the requests, but also considers the other people’s rights and tastes and avoids 
extorting other’s rights and does not spoil them” (2003 cited in Kashani and Bayat, 
2010, p.1028).  
 
Kashani and Bayat’s (2010) study to determine the effect of social skills training 
(assertiveness) on assertiveness and self-esteem increase of 9 to 11 year old female 
students in Tehran further illustrates the benefits of assertiveness. They concluded that 
assertive people can “with criticism, state their dissatisfaction, how to reject a 
suggestion or a request, admire other people’s ideal behaviors and participate in group 
affairs and practice them” (p.1031). Children who are assertive can therefore “act in 
their own best interests, to stand up for themselves without undue anxiety, to express 
honest feelings comfortably and to express personal rights without denying the rights 
of others” (SkillsYouNeed.com-Assertiveness, 2014). People or children who lack the 
life skill of assertiveness may become aggressive and fail to consider the views or 
feelings of other people and may cause misunderstandings and loss of friends (ibid). 
Another life skill that has been seen to facilitate relationships in this study is empathy. 
 
Empathy is a life skill that enables children to put themselves in the situation of 
someone else thereby understanding the feelings, needs, concerns and/or emotional 
states of others (Scottsdale, 2011). In this study children demonstrated empathy.  For 
example, children expressed the need for sharing and advocated for sharing materials, 
even if some of their parents did not allow such sharing. The children cited the 
importance of helping others as a reason for contradicting their parents who did not 
want them to share with others. In this context, literature on empathy still shows that 
empathy is “as another-oriented emotional response congruent with the perceived 
welfare of another person” (Batson et al, 1995, p. 1042). Research has suggested that 
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individuals who can empathise enjoy better relationships with others and greater well-
being through life (SkillsYouNeed.com-Empathy, 2014). According to McDonald and 
Messinger: 
 
Empathy is a potential psychological motivator for helping others in distress. 
Empathy can be defined as the ability to feel or imagine another person’s emotional 
experience. The ability to empathize is an important part of social and emotional 
development, affecting an individual’s behavior toward others and the quality of 
social relationships.  
                                                                           (McDonald and Messinger, (n.d.) p.2) 
 
Since empathy is a psychological motivator of helping others in distress, children 
need to have empathic competencies so that they can be of help to one another and 
other people in society. Parents, teachers and care givers, therefore have a 
responsibility to facilitate the development and consolidation of children’s empathic 
skills in order to enable them have affection and socializing emotional feelings for 
each other and for adults. Let us now look at the value of negotiation skills.   
 
Alongside empathy, children need negotiation skills in order to sustain their 
relationships. Children’s experiences in the findings show that they have experience 
of negotiation. Naturally, at different points in time, the conflicts children were 
talking about inevitably occur because, as they said, they would disagree and 
consequently conflict. “The point of negotiation is to try to reach agreements without 
causing future barriers to children’s communication” (SkillsYouNeed.com-
Negotiation, 2014). According to the results of the study, negotiation enabled children 
to settle their differences by compromising or reaching agreements while avoiding 
separation and anything that would lead to further disagreement. For example, pupils 
negotiated and balanced their teams during play so that the potential and strength of 
the players could be balanced. Since children’s play was mostly physical play, it 
would provide the pupils with “the abilities to perform under pressure, to solve 
problems, to meet deadlines and/or challenges, to set goals, to communicate, to handle 
both success and failure, to work with a team and within a system, and to receive 
feedback and benefit from it” (Goudas, Dermitzaki, Leondari and Danish, 2006, 
p.430).  During lesson observation pupils managed to negotiate how the progression 
of a discussion so that no one child could dominate. Through negotiation, children 
fostered fair play in their relationships and avoided unnecessary arguments and 
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disagreements while they are working and playing together. The skills of negotiation 
are part of the problem-solving skills discussed in the next section. 
 
Children’s testimonies reflected how they involved themselves in problem-solving 
situations successfully. Negotiation can sometimes fail or pupils may be taken 
unaware and through conflict, problems emerge. For example, in the findings of this 
study, children talked about instances of fights during play because of 
misunderstandings. The children went further to explain that separating those fighting, 
telling them to forgive each other, forgiving and refraining from continuing to conflict 
or fight were strategies that helped them to sustain their play. Conflict among the 
children “is an essential and unavoidable human phenomenon because where there is 
human interaction; there is a likelihood of personal likes and dislikes. These 
agreements and disagreements among individuals and groups lead them to conflicts” 
(Ghaffar, 2010, Abstract). Problem-solving involves children overcoming the barriers 
or obstacles that arise during conflict and that prevent the immediate achievement of 
goals (SkillsYouNeed.com-Problem-solving, 2014). According to children’s accounts, 
what was healthy here was that children were aware of their conflicts and goals. They 
also knew that they could only achieve their goal if they continued to work together. 
This is because  “conflict involves situations in which differences are expressed by 
interdependent people in the process of achieving their needs and goals, and it arises 
when a difference between two or more people necessitates change in at least one 
person in order for their engagement to continue and develop” (Denohue and Kott, 
1992, cited in Ghaffar, 2010, pp. 212-213).  In this context, children need “creative 
and non-violent ways of handling conflict” (Lampen and Lampen 1997 cited in 
Baginsky, 2004, p.4). Children “are capable of resolving conflicts for themselves” 
(Baginsky ibid). And as children resolve their conflicts, “they benefit from doing so 
because they have to take responsibility for their feelings and behaviour” (Lawrence, 
2000 cited in Baginsky 2004, p.5). Ugandan children’s experience of free play during 
break time gives them a chance to develop the life skill of problem-solving and 
consequently enables the children to take responsibility for their own lives. 
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7.3.4: Life skills facilitate informed decision-making 
 
 
Life skills education helps children in primary schools to make decisions based on the 
knowledge they may have about a certain situation. Children are faced with divergent 
situations that require them to make decisions. The Islamic Association of Uganda 
(IMAU) defines decision-making as “the ability children have to utilize all available 
information to weigh a situation, analyze the advantages and disadvantages and make 
informed and personal choices”(IMAU, 2003, p.6). Decision-making may also be 
referred to as the act of choosing between two or more courses of action (Skills 
YouNeed.com- Decision-making, 2014).  Decisions in life are divergent. Children in 
primary schools in Uganda are exposed to different self-management situations that 
give them a chance to mature in decision-making. Situations like children managing 
their own play seem to enable children to make personal constructive decisions. This 
is because children have the chance to supervise themselves in some activities. And 
according to John Dewey, 
 
The essence of the demand for freedom is the need of conditions which will enable 
an individual to make his own special contribution to a group interest, and to partake 
of its activities in such ways that social guidance shall be a matter of his own mental 
attitude, and not a mere authoritative dictation of his acts. 
                                                               (John Dewey, 1916, cited in Kohn, 1993)  
 
For example, the study established that children made decisions about friends and 
how to respond to friends. A pupil said when she came to primary five she decided to 
befriend a pupil who was the best in mathematics so that she could be helped in 
mathematics. Another child described how a pupil who was angered by another pupil 
went away and cooled down somewhere before responding instantly.  This same pupil 
explained that when she was kicked while playing with others she decided to forgive 
the colleague and not fight back to enable playing to continue. One pupil said 
sometimes on their way home, her colleagues may decide to go and steal mangoes or 
other people’s fruits because they are hungry, but she would make a decision, avoid 
them and go home. These instances provide examples of decision-making “as an 
intellectual process leading to a response to circumstances through selection among 
alternatives” (Nelson 1984 in Mincemoyer and Perkins, 2003). There are obviously 
some times when children make decisions that are risky which affect them and the 
people they live with. For example, deciding to steal because they are hungry. 
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However, “making sound decisions not only assists youth in resisting pressure to 
engage in risky behaviors, but also fosters social skills and social awareness, and 
encourages them to think about consequences, decide on goals, and understand their 
own and others' feelings” (Elias and Tobias 1990, cited in  Mincemoyer and Perkins, 
2003, Introduction-Paragraph 1). Reflecting on the type of decisions children said 
they had made during their free play, the situation of freedom in the schools has 
benefitted children’s decision-making even if it may not have been deliberately 
designed to do so. 
 
7.4: Influences on pupils life skills development 
 
7.4.1: Introduction 
 
The life skills programme in Uganda was designed to be integrated in the existing 
curriculum of the primary school and not as a separate entity or area of content. 
Infusion in the entire curriculum meant integrating life skills education in the totality 
of learning experiences provided to primary school pupils so that they could attain the 
life skills and knowledge at a variety of learning sites (Marsh and Willis, 2003, 
Chapter 1). In the school, these sites include in and out of classroom activities. The 
situations in which these activities are performed, according to children’s, teachers’ 
and parents’ testimonies, constitute the worlds which influence children’s life skills 
development. The aspects of these children’s worlds that influence children’s life 
skills that are considered in this section are parents (home), teachers (school), culture, 
laws, rights, and media (Bronfenbrenner, 1970).  
 
7.4.2: Home influences 
 
Parental influences on children’s life skills revealed in this study related mostly to 
parenting style, interpersonal relationships and modelling of behaviour.  The findings 
showed that some parents adopted an authoritarian while others adopted an 
authoritative parenting style. Parenting style is defined as “a child’s perceptions of 
her/his parents or care takers’ behaviours in two dimensions parental responsiveness 
and parental demands” (Amirabadi, 2011, p.1). According to Darling and Steinberg 
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(1993), “It is a constellation of parental attitudes towards the child which creates an 
emotional climate or shapes the emotional relationships between parent and child” 
(Darling and Steinberg, 1993 in Chan et al, 2007 p. 849). The authoritative style is “a 
pattern of nurturance and reasoning of the parents that is both responsive and 
demanding” (Amirabadi, 2011, p.1).  Authoritative parents enhance “higher social 
competencies in children. Thus, children of authoritative parents possess greater 
competence in early peer relationships, engage in low levels of drug use as 
adolescents, and have more emotional well-being as young adults”(Bornstein and 
Bornstein, 2007 p.2). Amirabadi also observes that “a number of studies demonstrated 
that children with authoritative upbringing have the positive cognitive skills, school 
achievement, and low levels of problem behaviors and good behaviors such as 
friendliness and cooperation” (p.1). On the other hand “authoritarian style is a pattern 
of power-assertive behaviors of the parents which are highly demanding and directive, 
but not responsive. Authoritarian style has low responsiveness and high demanding” 
(ibid).   
 
Authoritative parenting was evident in some parents’ nurturance of children’s 
assertiveness.  For example, one parent said that if a parent is wrong, the child has the 
right to tell him or her that what she or he is doing is wrong.  If the parent does 
something wrong and the child notices, the parent should also say sorry to the child. 
This parent emphasised that the parent has to see, think and weigh what the child is 
saying as a human being and react positively to support the child’s self-esteem, 
confidence and assertiveness. As earlier said, another parent explained that he was 
smoking while sitting in the sitting room with his daughter. The daughter told her 
father that smoking was bad and even begged to leave the sitting room if the father 
continued smoking. The father explained that the daughter had made the right step in 
advising him and he accepted it. In these examples, it can be seen that supportive 
authoritative parenting fosters children’s assertiveness (Bury, Lovelavd, Storm and 
Gibson, 2003, cited in Kashani and Bayat, 2010, p.1028). For example in the case of 
what the father explained, the father’s response allowed the child to be assertive 
without risk of censure. The parent was not hurt but instead, was very appreciative of 
the child’s assertive communication. In this context, assertive communication aims at 
enabling the communicator as well as the recipient of the communication to feel good. 
This is because an assertive person can insist on his or her request and even defend 
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that request with behaviour that might be disagreeable while at the same time 
considering the rights of others (Kashani and Bayat, 2010, ibid). Further observation 
also shows that the parent here was also helping the child to ‘stand for his or her 
personal rights; expressing thoughts, feelings and beliefs in direct, honest and 
appropriate ways’ (SkillsYouyNeed.com-Assertiveness, 2014).  
 
Parents fostered children’s life skills through acting as positive role models. One 
mother spoke about how single mothers need to model appropriate sexual behaviour 
for their daughters. In the Red Pepper newspaper (Ugandan daily) of Wednesday, 25 
July 2012, on page 28, the Soroti district woman Member of Parliament, Angelina 
Osege accused parents in the district of fuelling child sexual abuse. In an exclusive 
interview Osege noted that many parents were exposing their children to early sexual 
behaviour triggered by alcoholism. One CCT also blamed some of the parents whom 
she said, needed to have life skills themselves. This is because, according to her, the 
parents are the ones who encourage early marriage for the girls.  
 
In line with this view, parents and teachers in Manafwa district said that the problems 
of early pregnancy, STDs and HIV/AIDS among primary school children would not 
be so rampant if the parents implemented the traditional practice of ensuring that girls 
are kept as virgins until their rightful time for marriage. They said that in their olden 
days, a girl who got married when a virgin was appreciated or thanked with a goat 
given to her mother who had the major responsibility of ensuring the virginity of her 
daughter up to marriage. When a daughter came back with a goat and beddings that 
had blood as a sign that she was a virgin, it was a symbol of pride among the clan and 
the entire community. According to the teachers, these days, parents have ignored 
their responsibility to ensure their daughters did not engage in premarital sex. Some 
blame was also apportioned to peers. In this case, children and teenagers feel social 
pressure to conform to the group of peers with whom they socialize. This peer 
pressure can influence how children dress, what kind of music they listen to, and what 
types of behaviour they engage in, including risky behaviours such as using drugs, 
cigarettes, and alcohol, and engaging in sex (ibid). That is why, concerned parents felt 
that it was the duty of parents to monitor the type of friends their children had so that 
they could help their children to avoid bad friends. This shows that some parents were 
aware of the importance of good role models. 
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The importance of such modelling of behaviour is supported by literature on 
parenting. Robyn (2008) emphasizes open decision-making. She says, “When you 
have a tough choice to make, allow the children to see how you work through the 
problem, weigh the pros and cons, and come to a decision” (Robyn, 2008, Positive 
role models, paragraph 2). This will facilitate children’s development of the life skill 
of decision-making. It is important that children experience how their parents make 
informed decisions. In the same context, Robyn advises, “Apologise and admit 
mistakes: Nobody’s perfect. When you make a bad choice, let those who are watching 
and learning from you know that you made a mistake and how you plan to correct it” 
(ibid paragraph 3). Parents in this study have talked about the need for children to 
develop self-esteem. In this case, self-esteem in this study has been portrayed as one 
of the life skills that can make children experience and feel their worth. Robyn again 
advises, “Demonstrate confidence in who you are: Whatever you choose to do with 
your life, be proud of the person you’ve become and continue to become” (ibid 
paragraph 7).  Indeed, numerous theorists have suggested that self-esteem is largely 
derived from interpersonal experience, with high self-esteem representing a feeling 
that one is accepted and valued by significant others (Greenberg, Pysczcynski and 
Solomon, 1986; Harter, 1993; Leary, Tambor, Terdal and Downs, 1995 cited in 
Baldwin and Keelan 1999, p.824). This perspective is consistent with findings in the 
attachment and social support literatures in which high self-esteem has been found to 
co-occur with positive working models of relationships with others (Collins and Read, 
1990; Sarason et al., 1991, cited in Baldwin and Keelan 1999, ibid). The way some 
parents in this study expressed how they related with their children was supportive, 
responsive and therefore had the potential to develop children’s assertiveness, self-
esteem and other related life skills.  
 
Some parents used the authoritarian parenting style. One parent felt that parents had 
the final say on everything. She strongly argued against the view that children can tell 
parents that they (parents) have done wrong. She even went further to explain that she 
had already told her children not to do it. She made it clear that when a child tells her 
that she is wrong, she replies, you are a child, I am right. Such authoritarian parents 
are the ones who value obedience and restrict children’s autonomy (Baumrind, 1966, 
p. 890 in Alezadeh 2011). “The authoritarian parenting style has a significant 
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correlation with externalizing behavioral problems” (Brar, 2003 cited in Alezadeh, 
2011, p.196), “because it is highly correlated with delinquency behaviour” (Odubote, 
2008 cited in Alezadeh 2011, p.196). In the same context, teachers and head teachers 
in Manafwa district referred to such authoritarian parenting as oppression of children. 
They said that the parents in Manafwa district oppress their children because for them 
what a parent says is also final. A child is not allowed to express his or her opinion. 
The teachers attributed this to both culture and individual parent behaviour. This is a 
negative influence on children’s life skills development because the atmosphere the 
children are nurtured in determines how they develop certain life skills. In particular, 
the lack of autonomy granted to some children might impact negatively on their self-
esteem (Leary, et al., 1995; Baumeister and Tice, 1990; Safran, 1990; Baldwin and 
Holmes, 1987; Greenberg, et al., 1986; and Hogan, et al., 1985 cited in Baldwin and 
Keelan 1999). Teachers and head teachers in Manafwa district further observed that 
the oppression depends on the nature of the family. For example, they observed that 
parents who are educated are open and can allow children to express themselves while 
illiterate parents tend to stick to cultural norms where a child should remain silent and 
obedient. The head teachers and teachers’ main concern was that the majority of their 
children come from non-elite homes. This is commensurate with literature from two 
comprehensive reviews which “concluded that lower SES parents, as compared with 
their wealthier counterparts, are less likely to use reasoning and more likely to use 
physical punishment as discipline, are less likely to reward children verbally for 
behaving desirably, and are less supportive and affectionate with their children” 
(Gecas, 1979, McLoyd, 1990 cited in Early and Eccles 1995 p.2)  
 
Parents seemed to have experiences of the dangers of differences in parenting styles 
between neighbours and said this could cause difficulties for parents.  In this case one 
parent observed that they (parents) have problems in nurturing their children. She said 
that some parents contradict the guidance others give their children. In this case, she 
said, when one parent guides his or her children to behave in a certain way, the other 
parents allow their children to behave in any way they like. For example, she said that 
when you want to give your children freedom to express themselves, others think you 
are spoiling the children. Barn, on the basis of this context of attitudes, concluded that 
it was vital to understand that parenting did not exist in a social vacuum because a 
number of factors, such as neighbourhood quality and resources, support networks, 
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poverty and housing all play a part in how parents parent their children in minority 
ethnic groups (Barn, 2007, cited in Shama Alia, and Fredericksona, 2011). This is 
because “the goals parents have for their children, the nature of the emotional 
relationship parents establish with their children, and the particular practices parents 
use in rearing their children all vary as a function of SES” (Hoff, Laursen and Tardif, 
2002, p.231). Parents complained that when they set boundaries for their children, 
they react negatively, thinking that their parents do not like them. Divergence in 
parenting style has a particularly strong impact in Uganda because children who 
attend rural primary schools live with their parents in the rural communities for part of 
the time of the day. The other part of the day, children stay at school. In the rural 
communities in Uganda there is communal living. This means that children cannot 
avoid knowing what is happening to another child in the neighbourhood. What 
parents are reflecting here is a problem because parents who are authoritative and 
authoritarian are living in the same rural localities. The children of both of these 
parents, given the traditional African rural structure, live together, play together and 
go to school together.  
 
7.4.3: School Influences 
 
7.4.3.1: Introduction 
 
The ways in which schools develop life skills was investigated through observations, 
interviews, focus groups and the teachers’ questionnaire. In the questionnaire, 
teachers were asked to identify the methods they used to develop life skills and the 
indicators of life skills they observed in pupils. In this section, the main findings 
relating to how schools foster life skills, both formally and informally are discussed. 
 
7.4.3.2: Informal school strategies that facilitate pupils’ development of life skills 
 
The section discusses informal messages, how children’s play encourages life skills’ 
development, teachers’ encouragement of play and sharing as part of peer culture and 
in some schools as part of school culture.  
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Findings of this study established that there are a number of informal strategies which 
primary schools used to facilitate pupils’ development of life skills. Hoffman (2009), 
referring to life skills as social emotional competencies, observes that, “many Social 
Emotional Learning (SEL) programmes are add-ons to the curriculum, but there are 
other more comprehensive approaches to SEL where the emphasis is on infusing 
social and emotional competencies such as self-awareness, self-management, a sense 
of community, and responsible decision-making into the entire school experience” 
(p.535). The data for this study showed that the development of pupils’ life skills is 
facilitated through informal messages, children’s play during mid-morning break and 
lunch and pupils sharing while at school.  
 
The findings of this study show that informal messages in the school compound 
facilitate pupils’ development of life skills. The school compounds have messages 
which remind children of the importance of virginity, avoiding bad touches, staying 
safe from HIV/AIDS through abstinence, avoiding risky situations and places, 
sustaining friendship with other people etc. These messages focus a lot on HIV/AIDS 
prevention. According to the Education For All Global Monitoring Report, it was 
observed that “We readily and reasonably assume that the provision of clear 
information about the sources of HIV/AIDS infection and, indeed, improved general 
levels of literacy, will allow those at risk to understand and judge their options better” 
(EFA Global Monitoring Report, 2005, p.40). Thus, “the primary inherent value of 
formal education in this context is to enhance the learning skills required to 
understand the HIV/AIDS education to offer and make sense of the many related 
messages from other sources” (Badcock-Walters, Kelly and Görgens, 2004 cited in 
EFA Global Monitoring Report, 2005, p.40). These messages implement the 
recommendations of the report and provide incidental life skills education for the 
pupils on HIV/AIDS and other areas of children’s living. This is because “knowledge 
and risk reducing skills are acquired through a complex network of formal and 
informal sources” (ibid). While these messages had been put in the compound 
formally by the teachers, children’s potential learning from them was informal and 
would occur as they spontaneously moved around the compound. These compound 
messages were also noted by parents who appreciated they were educative and could 
facilitate their children’s life skills development. Another informal method through 
which life skills were developed was children’s play. 
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Children’s play encourages development of children’s life skills. The schedule of a 
day’s activities in primary schools in Uganda provides children with free mid-
morning and lunch breaks. In some countries, like Ireland, where I was in one of the 
primary schools, children’s play time during break is supervised by teachers. In this 
case, “there is a concern that children, largely as a consequence of the pressures of 
urban living, with the loss of natural environments and concerns about safety, are 
over-supervised and do not have the opportunities for ‘risky’ outdoor physical play 
that supports their developing independence, resourcefulness and self-regulation”  
(Whitebread et al, 2012, p.19). The children in this study supervise themselves as they 
play during these breaks and therefore independently manage their own play. During 
the breaks, the children said they involve themselves in different forms of play and 
therefore benefit in different ways. For example, undirected play is useful in enabling 
children to work together in groups as they share, negotiate, resolve conflicts and 
project their personal images (McElwain, 2005, Hurwitz, 2003, Pelligrini and Smith, 
1998 and Erickson 1985 cited in American Academy of Pedriatics, 2013). When play 
is allowed to be child driven, children practice decision-making skills, move at their 
own pace, as they discover their interest, and ultimately engage fully in the goals or 
passions for which they wish to strive (Hurwitz, 2003, Pelligrini and Smith, 1998 and 
Erickson 1985 cited in American Academy of Pedriatics, 2013). “In these forms of 
play children learn a range of social skills related to sharing, taking turns, and 
understanding others’ perspectives through play” (DeVries, 2006 cited in Whitebread 
et al, 2012, p.24). These social skills were evident in children’s testimonies of how 
they sustained their play through problem-solving skills which have already been 
discussed in this chapter. 
 
Teachers also associated playing with others with enabling children to work together 
with affection. Affection and working together are both indicators of friendship. 
However, much as the chi square results showed these two relationships as being 
closely associated, they were not statistically significant. It is only playing together 
with others which was statistically significantly associated with enabling children to 
solve problems for each other.  This is in keeping with literature which suggests that 
although the empirical work on cooperative problem-solving in school -age children 
has yielded a range of findings, the majority of the research suggests that joint 
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interactions with peers in experimental or school settings increases school-age 
children's understanding of problems and their problem-solving skills (Ramani, 2005). 
Children themselves, on several occasions, said that as they play they learn to tolerate 
and forgive each other and develop friendship.  
 
The results of the study showed that, for pupils, sharing seems to be part of peer 
culture and in some schools part of school culture. In this case, pupils gave instances 
when they had to share. Pupils said that sharing is a foundation for friendship 
formation as well as a security measure for sustaining friendship. However, in some 
Christian founded schools used in this study, especially where children were in the 
boarding section, there was a school culture of sharing. When a parent brought some 
food for his or her child, the child received it from the parent in front of the other 
pupils. Then the teacher asked the children to thank that child’s parent for bringing 
them something to eat. They could clap or do anything that the teacher told them to do 
in appreciation for the food.  Then, depending on how many would have brought food 
that day the children would share. In fact, being aware of this, the teachers said the 
parents normally brought more than was required for their children. Teachers in this 
school said their children did not find it difficult to develop the value of sharing and 
consequently empathy and friendship. A guardian from another school which was also 
Christian oriented said he bought chocolates for his niece to eat while on the way 
back to a boarding school. The niece refused to eat and told the uncle that she was 
going to share the chocolate with her friends at school.  
 
It was also evident that the children in rural schools did not think of sharing as a 
problem. For them, sharing initiated friendship and satisfied the child’s feelings for 
others. And pupils said when they themselves lacked something, they would be 
helped by children they had helped in the past.  This also seemed to be a problem-
solving strategy or practice for the pupils because of lack of mid-morning and mid-
day meals at the schools. Children in some cases left their homes at 7.00a.m and 
returned sometimes as late as 6.00 or 7.00p.m. This means such children spent all this 
time away from home without any formal arrangement for a meal at school. By 
engaging in reciprocal sharing, children had critically analysed their problem situation 
and were exhibiting a very high level of problem-solving skills.  
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When chi square tests were conducted, sharing was seen to be closely, although not 
statistically significantly, associated with pupils having affection for each other as an 
indicator of friendship. Friendship is important in enhancing elementary school 
children’s healthy development. As friends, children ‘develop the ability to think 
through and negotiate different situations that arise in their relationships’ (Ferrer and 
Fugate, 2013, p.1). Overton (1997) observes that: 
 
Positive human relationships are essential to healthy lives. Our relationships take on 
important roles–they serve to protect and help us, to give us comfort and joy, to 
sustain us in difficult times, and to validate our sense of worth and our concerns. 
                                               (p. 3)  
 
In the context of what Overton is saying here, friendship helps children in difficult 
times because children’s testimonies showed that they got the chance to eat something 
at school every day because of sharing with friends. The findings of this study show 
that sharing with friends, especially at school, seemed to sustain children’s joy and 
comfort. 
 
7.4.3.3: Formal classroom methods used to facilitate certain life skills 
 
In this section the methods teachers used to facilitate life skills development are 
discussed. The methods focussed on here include, question and answer, debate, role 
play, and play. The findings of the study show that questioning was one of the most 
used methods during teaching. This is commensurate with the research on questioning 
which confirms that “questioning in the classroom is the second most common type of 
technique employed by instructors” (Ohio State University, 2008). During 
observation of primary two and five lessons, it was evident that regardless of whether 
questioning was indicated as a method to be used in the lesson or not, approximately 
30 to 35% of the lesson time was spent on question and answer sessions. Therefore, 
“it is a consistent and well documented finding that teachers ask a lot of questions. In 
a summary of research on questioning published in 1971, Gall concluded that teachers 
typically ask between one and three questions per minute” (Gall 1971, cited in Walsh 
and Sattes 2005, p.12). Teachers also said that when they ask questions, they enable 
children to think and in the process develop assertiveness, critical and creative 
thinking, self-awareness and self-esteem. Research on questioning agrees with the 
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teachers on the issue of questioning enabling children to think and reflect in that 
“questions can be used to retrieve prior knowledge from long term memory and move 
it to working memory, where it will act as a scaffolding foundation to which the 
students will add new information (Ohio State University, 2008). The use of 
questioning in class can also nurture insight and encourage critical thinking skills 
(Ohio State University, 2008).   
 
Teachers said that critical and creative thinking emanate from the effort the pupils put 
into thinking about the answer to the question. Pupils supported this when they also 
said that when a teacher asks a question, they first think about what they are going to 
give as an answer. In this case, research on questioning has established the need for 
wait time to allow this process benefit learners. Hyman (1982, cited in Indiana 
University, 2012) advises “After asking a question, wait for a response. Do not 
answer the question yourself; don’t repeat it, rephrase it, modify it, call on another 
student to answer it, or replace it with another question until you have waited at least 
three to five seconds. While the teachers in this study spoke in support of the need for 
wait time most teachers who were observed seemed to be impatient and hardly 
allowed sufficient wait time. My observation is supported by research on questioning. 
Ohio State University observes that “in the classrooms studied, the average wait-time 
after a question was posed was one second or less” (Ohio State University, 2008). 
Walsh and Sattes (2005, p. 13) further observed that “Teachers typically wait less 
than one second after asking a question before calling on a student to answer”.  This 
interrupts learners’ thought process and inhibits children’s maximum benefit from the 
questioning process.   
 
Teachers were aware that they used question and answer in every lesson. To the 
teachers there seemed to be no way they could avoid use of questioning. According to 
the teachers, it helps to facilitate children’s development of different life skills. They 
emphasized that when the child gives a correct answer and the teacher gives positive 
feedback, e.g., ‘very good’, the child feels big and will have the confidence to 
continue putting up his/her hand because he/she knows s/he can give another good 
answer. The teachers interpreted this as an indicator of pupils’ self-awareness. They 
further said that the child’s practice of participating in answering teachers’ questions 
could be sustained by the child being praised wherever s/he gives a correct answer. 
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This praise is a form of feedback or reinforcement which occurs as “teachers manage 
the environmental events that follow students' desired ways of behaving in order to 
increase the strength and future likelihood of that behaviour” (Reeve, 2009, paragraph 
1). The pupils supported this, when they said that they put up their hands because they 
want to tell the teacher the answer they know. They said this practice of putting up 
hands to answer questions is strengthened and sustained by the positive feedback of 
the teacher in the form of ‘very good’, ‘give him/her flowers’, ‘clap for him’, etc.  
 
The teachers in the classrooms have developed some positive strategies for 
encouraging pupils to raise their hands and answer teachers’ questions. These 
strategies include picking on children who may know the answer but fear to put up 
their hands. These are children who are not sure of the answers and tentatively raise 
their hands and then withdraw them. According to Sadker and Sadker (1985), research 
has shown that “teachers frequently call on volunteers, and these volunteers constitute 
a select group of students” (Sadker and Sadker 1985 cited in Walsh and Sattes 2005, 
p.13). In one study of fourth through eighth graders, “target students talked more than 
three times as often as their classmates; 25 per cent of the students never participated 
at all” (ibid). Lesson observation findings extracts in chapter six show that children 
were encouraged by the teachers to raise their hands and participate in lessons. These 
findings show that teachers can develop pupils’ confidence to participate in lessons 
and other class activities. If teachers did this, it would be a positive step in increasing 
children’s self-concept, self-awareness and consequently sustained participation in 
lessons and potentially improved learning.  
 
 
Development of self-esteem depends on pupils’ successes and failures which bolster 
or undermine feelings of self-esteem precisely because they affect a child’s 
expectations of being accepted or rejected by others (Baldwin and Sinclair, 1996, 
pp1130-1141). Teachers and children in this study recognized that positive feedback 
for answers given in class contributes to children’s self-worth.  For the children, the 
teacher is an important person from whom they take appreciation very seriously. 
“Behaviour that brings about satisfying effect (reinforcement) is apt to be performed 
again” (Morris and Maisto, 2001, cited in Asiae university, Chapter 4, p.89). 
Behaviour reinforcement strategies are therefore necessary for the development and 
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sustainability of children’s life skills development, especially, self-esteem. The 
findings discussed here indicate that teachers, parents and all those who work with 
children need to have competencies in reinforcement. In the remainder of this section 
the use of debate and role play to facilitate children’s life skill development will be 
discussed. 
 
Participation in debate can enable children to develop critical thinking and confidence 
as they give their views. This eventually enables them to become aware of their 
potential to speak and develop arguments as they give their personal views. Debate is 
an argumentative perspective on communication which involves the study of reason 
giving by pupils as justification for acts, beliefs, attitudes, and values (McBath, 1984 
cited in Parcher, 1998, p.1). Teachers said that during debate, they have a duty to 
encourage pupils to say whatever they may be thinking about on the topic, even 
without good English language mastery and use. This makes the pupils more 
confident. Teachers further added that pupils’ involvement in debate systematically 
develops and consolidates their self-expression skills, critical thinking skills and 
creative thinking skills. Consequently, teachers said, children become confident and 
have effective communication, self-awareness and self-esteem. Research findings on 
“debate has demonstrated its effectiveness in promoting critical thinking and oral 
speaking skills” (Vargo, 2012, p.6). Parcher observes that “the empirical evidence 
demonstrating a connection between participation in debate and learning the skills of 
critical thinking is quite extensive” (Parcher, 1998, p.2). In a recent review of research 
on the subject, Colbert and Biggers noted that "50 years of research correlates debate 
training with critical thinking skills" (Colbert and Biggers, 1985 Cited in Parcher, 
ibid). It is therefore pertinent that teachers asserted, using their experiences on the use 
of debate, that debate consolidates communication, self-expression skills, critical 
thinking skills and creative thinking skills.  
 
Role plays facilitate development of different life skills among the pupils. Teachers 
said that when the pupils act on the stage in front of other pupils in the class they 
develop confidence. They have to convey specific messages as they act and this has 
an impact on children’s critical thinking because the children have to critically think 
about what they are going to say and how they are going to say as they act. This also 
helps to develop creative thinking because they have to figure out the messages they 
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want to portray as they act. Role play was also seen to enhance effective 
communication because the pupils had to convey specific verbal messages to the 
audience. The roles they enacted also benefitted children. A teacher gave an example 
of pupils acting the role of the doctor and nurse. He said, in the process of acting such 
a scene, children developed feelings of caring and empathy towards the sick. This is 
because role-playing teaching is a holistic teaching method that inculcates the process 
of critical thinking, instigates emotions and moral values, and informs about factual 
data (Bhattacharjee and Ghosh, 2013, p.2). Bhattacharjee and Ghosh go on to explain 
that the use of role-play in teaching increases the efficacy of the learning experience 
and makes it more grounded in reality. Role play facilitates the development of life 
skills including communication, problem-solving, self-awareness, and working 
cooperatively in teams (Jarvis, Odell and Troiano, 2002). Poorman (2002) found “a 
significant increase among students in feeling another’s distress as their own” (pg. 34, 
cited in Jarvis, et al 2002) when they engaged in role play. For example, Steindorf 
(2010) explains that students who role-play the part of enslaved African Americans in 
a class on a pre-Civil War history lesson, develop greater empathy and come away 
with a better idea of the experience than they would if they were just taught in a 
typical lecture setting. These findings from the research literature show that the 
teachers were right to portray role play as a method that can enhance pupils’ 
development of different life skills.  
 
7.4.4: Integrated home and school Influences 
 
The study established that parent school relationships were important for the 
development of children’s life skills. Educationalists and sociologists agree with the 
premise that schooling divorced from what goes on in the world outside becomes 
irrelevant and meaningless (Elwyn, 2000 p.203). Recent cross-cultural research in the 
USA, China and Japan, carried out by Tobin, Wu and Davidson on the school as a 
socialising agent for the needs of society, showed that society often identifies the 
problems and the schools are asked to deal with them (Tobin, Wu and Davidson, 1989 
in Elwyn 2000).  For example, parents said they need their children to develop 
assertiveness, self-awareness and self-esteem. In this case, the parents felt and said 
that the teachers should use strategies like picking on children who do not put up their 
hands (non-volunteers) to enable development of their self-awareness, assertiveness 
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and self-esteem. Parents also felt that teachers should strengthen extra-curricular 
activities in the school and interclass and interschool competitions that can facilitate 
children’s talent identification and development. To the parents, this will eventually 
develop learners’ self-awareness of the talents they have and will also give them the 
opportunity to meet with other children from other schools and develop friendship.  
 
Parents’ attitudes to teachers’ enforcement of discipline revealed an attitudinal 
dichotomy between groups of parents.  Some parents wanted teachers to enforce life 
skills development and discipline of their children while others felt that respect for 
teachers in this area was detrimental. The parents in the former category were wary of 
the way other parents handled their children’s relationships with teachers. While they 
felt that it was their cooperation with the teachers that would promote life skills 
development for their children they were critical of other parents who did not want 
their children to respect the teachers. Parents who were positive about cooperation 
with and involvement of the teachers felt that it was the teachers who knew what to do 
with children. This was very strong in Manafwa district where children are initiated 
into manhood through circumcision. Parents here said that the children were very 
difficult and it was the teachers who would manage them. One reason the parents 
gave was that children in this area thought that their parents, being illiterate, had no 
ability to guide them. One other constraint on parental nurture that was established in 
this study was the fact that parents did not have sufficient time with their children 
because children left home very early and returned very late. Consequently, parents 
felt that the teachers should help them. On the other hand, some parents felt that 
entrusting teachers with the life skills development of their children is detrimental 
because teachers undermine cultural values and practices.  
 
Children learn about themselves (their self-esteem), about others, and how to have 
relationships from their families (Lichi, 2014). Lichi further observes that in the 
family children also learn important family values including level of spirituality, 
attitudes toward money, attitudes toward personal health, communication style, 
conformity or nonconformity to what are considered normal behaviours in society, 
competition vs. cooperation between family members, level of honesty, and approach 
to education (Lichi, 2004). In this study parents recognized that teachers and parents 
should give the same messages to the children although some teachers felt that this 
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was not always the case. For example, children get confused when their teachers tell 
them to share things like pencils and they are then reprimanded or punished by their 
parents because of wasting their parents’ money. The dilemma of whether to share or 
not was further compounded in urban schools attended by children of diverse 
socioeconomic status, when children brought food from home. I was in one of the 
schools and during mid-morning break, the children ate these foods in the classroom 
in the presence of others who did not have anything to eat at all or had lesser quality 
foods, e.g. cakes compared to a piece of cassava. In such situations, the teachers were 
worried about how they could develop the value of sharing among these children, 
when their parents might not want them to share. There were, however, parents, as 
testified by children, who were helping their children to share by buying for them 
things like pencils in excess to enable them to share with others.   
 
Parents also share responsibility on how well behaved their children are. For example, 
sharing with peers and appreciating each other is an ingredient of friendship needed 
by peers because peers have a key role in the process of each other’s socialisation 
(Elwyn, 2000). Teachers observed that it is unfortunate that some children come from 
the homes where the value of appreciation is lacking. When they come to school they 
replicate that behaviour and they do not appreciate when they are given things by their 
friends. Teachers were concerned about this type of behaviour. The children, during 
interviews, talked about several instances of sharing food with those who may not 
have had anything to eat. If such children are given and they do not appreciate, others 
may not share with them again. In the process, they may fail to get friends because, as 
the children noted, friends share and appreciate the help they get from each other.  
 
7.4.5: Broader cultural influences on children’s life skills development 
 
As noted earlier, culture has a lot of influence on children’s life skills development. 
The World Health Organisation observed that: 
 
Cultural and social factors will determine the exact nature of life skills. For example, 
eye contact may be encouraged in boys for effective communication, but not for girls 
in some societies, so gender issues will arise in identifying the nature of life skills for 
psychosocial competence. The exact content of life skills education must therefore be 
determined at the country level, or in a more local context.  
                                                                                                             (WHO, 1997, P.3) 
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Ugandan communities in some areas in this study appeared to still heavily influence 
by culture and tradition. “Cultural context may be about many things such as 
preferred language usage, unique ways of thinking and problem-solving, and the 
sanctity of certain cultural values and the holding of well-established attitudes” 
(Elwyn, 2000 p.23). This study shows that these aspects of cultural context negatively 
impacted on the development of children’s life skills in some Ugandan cultures. In 
areas like those of Manafwa district, teachers said that as a cultural issue, boys had to 
be handled with care and respect because according to culture they were men. 
Teachers were even aware that parents wanted them (teachers) to treat the boys 
likewise. In support of this, parents felt that anything to the contrary could cause these 
boys to drop out. This is contrary to article 29 of the Convention on the Rights of the 
Child which states  
 
“…the education of the child shall be directed to the development of the child’s 
personality, talents and mental and physical abilities to their fullest potential, …the 
preparation of the child for responsible life in a free society, in the spirit of 
understanding, peace, tolerance, equality of the sexes, and friendship among all 
peoples …”.  
                                                                                (WHO, 1997, p.13) 
  
In this context, teachers felt that the practice of treating boys with respect as men is 
detrimental to the development of the girls’ self-esteem and assertiveness. In this case, 
the girls have to be culturally submissive to elders and any man which makes them 
inferior to boys. Teachers said that the boys have a level of freedom to talk accepted 
by culture. The culture also accepts boys to be oriented as men even before they reach 
school going age. They therefore seem to develop knowing that they are above 
reproach. In the same vein, teachers observed that the boys are nurtured as people 
who have to endure all forms of pain and frustration. Now when these boys are 
initiated into manhood through circumcision, the situation is further compounded 
because the initiation involves making the boys receive instruments of power as men 
which traditionally transit them into adulthood regardless of their age. The 
circumcised boy is initiated with a spear, panga, and is sat on the elders’ stool as now 
a full grown elder. Teachers are aware that after this initiation, boys behave like kings 
at home. They have the prerogative to sit at table with their father as fellow men and 
elders in the making. The research findings also clearly showed that the initiation 
promotes sexual immorality as initiation counselling and guidance by the circumciser 
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includes counsel for the initiate to quickly look for a wife, get a home and give rise to 
more children, especially boys. For such children, their self-awareness and esteem is 
interpreted in terms of ‘I am a man’. Consequently, the boy sees himself above any 
discipline measures of family and school regulations.  
 
When I visited some of the homes of children in this study, I established that these 
boys, even some as early as primary four, had their own small huts where they lived 
independent of the parents. While research suggests that parents and children in 
individualistic societies such as the U.S. and Australia have earlier expectations of 
autonomy than collectivist societies in Asia, Africa and Latin America (Chen and 
Farruggia, 2002; Triandis, 1993; Nelson and Fuvish, 2004, cited in Basu-Zharku, 
2011) this is not the case in the Manafwa district where boys have an earlier 
expectation of autonomy than might be expected on the basis of their age. 
 
Teachers and head teachers said there were other cultural factors that make it very 
difficult to nurture children’s development of life skills. They said that some children 
are respected as heirs even at primary school age, others are privileged because of the 
circumstances of their birth, e.g., their parents were childless for many years before 
this child was born. Such children, they said, become untouchable and are very 
difficult to nurture in the desired direction because they are protected by the parents. 
Religious conflicts also impacted on life skills development. Religious values are 
good in the nurturing of children’s life skills but school classes are multi-
denominational. Teachers said that some children do not tolerate the views of other 
denominations and this makes socialization and development of life skills like 
friendship and empathy difficult. 
 
7.4.6: Children’s laws and rights influences 
 
The situation of the children and their vulnerability has promoted international 
interventions to ensure that every child is protected and secure. These interventions 
include the “Convention on the Rights of the Child which is the first legally binding 
international instrument to incorporate the full range of human rights—civil, cultural, 
economic, political and social rights of the child” (UNICEF, 2013). In this study, 
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some parents were concerned that enforcement of children’s rights interfered with the 
proper nurture and development of their children. Parents said that enforcing the 
rights of the children contradicts traditional values of nurturing children. Parents felt 
that rights education has negatively impacted on children’s respect for both teachers 
and parents. The parents called the rights of children a 'law' and were against this law. 
To the parents, the rights make the children more vocal than the parents and teachers. 
Children therefore faced a dilemma because of the contradiction between how the 
children’s rights orientation of life skills education suggests they behave and their 
parents’ expectation that children conform to the traditional practices of obedience 
and loyalty. This difficulty comes from a clash between the culture of the home and 
the culture of the school that integrates the implementation of children’s rights. 
However, one parent felt the parents themselves are, in some cases, to blame because 
they do not want the teachers to talk about their children. The parent advised that the 
best way forward is to cooperate with the teachers for the proper nurture of the 
children. This will, according to this parent, make the children have the right life 
skills. It seems the parents have not been educated on the children’s obligations that 
go with the rights. Parents find it hard to see how laws for the protection of children 
can be reconciled with parental rights.  That is why different countries have outlined 
children’s responsibilities or duties and obligations that go with their (children’s) 
rights. For example, in Vietnam, some of the duties and obligations of children that go 
with the rights include, ‘To love, respect and be dutiful to grandparents and parents, to 
respect teachers, to be polite to adults, to love minors and unite with their friends, and 
to help the elderly, disabled people and people with difficulties, according to their 
capabilities’ (Chapter 3 –Child Rights and Duties, (n.d.) p.61). However, “the laws of 
Uganda, Ghana, Burundi, Chad and Senegal do not specifically mention the duties of 
the child, although they explicitly spell out the duties of parents” (The African Child 
Policy Forum, 2009, p.7)  Nonetheless, the responsibilities of the child are listed in 
the Ugandan life skills Primary Teachers’ Training Manual. The list includes: to work 
for the cohesion of the family, respect parents, elders and other children and assist 
them; to use his or her abilities for the benefit of the community; to preserve and 
strengthen cultural values in his or her relations with other members of the society, in 
the spirit of tolerance, dialogue, consultation and to contribute to the moral well-being 
of the society; and to preserve and strengthen the independence, national unity and the 
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integrity of his or her country (Republic of Uganda/UNICEF, 1997 p.21). These 
responsibilities are: 
 
In line with the Convention on the Rights of the Child which talks of the 
responsibility of parents and guardians for ensuring that their children are brought up 
in accordance with acceptable cultural norms. Thus children’s rights do not mean the 
freedom to do whatever they want without parental guidance or correction. What is 
needed is to find the correct balance between adult guidance and children’s growing 
autonomy.  
                                                                                       (Republic of Uganda/UNICEF, 1997, p.21) 
 
Parents and teachers in this study appeared to be unaware of how to nurture their 
children in the context of rights and responsibilities.  Other than the one teacher from 
each primary school, no other stakeholder was trained. There was therefore total lack 
of sensitization on the part of the parents about anything to do with the life skills 
education programme.  
 
7.4.7: Media influences on pupils life skills development 
 
Alongside these rights and laws in modern Uganda, there is the influence of the 
media. “Media effects must be considered in light of media content” (Kirkorian, 
Wartella, and Anderson, 2008, p.40). This was evident in research that established 
that “children who viewed the violent cartoons on TV showed decreases in measures 
of self-regulation, whereas those who viewed the prosocial programmes showed 
higher levels of task persistence, rule obedience, and tolerance of delay” (Kirkorian, 
Wartella, and Anderson, 2008, P.45). There is a clear indication that media can 
facilitate development of certain life skills when properly managed and can deter life 
skills development when mismanaged. The influence of the media on the 
psychosocial development of children is considered profound (Paediatrics and Child 
Health, 2003).  The parents and teachers in the current study were very critical of the 
media influence because they looked at media as a deterrent to their children’s proper 
nurture and therefore life skills development. Generally media includes newspapers, 
magazines, comic books, radio, video games, movies, and television (Gonzalez-Mena, 
2010). Parents identified the internet, music, films and local dailies as having negative 
influences on the moral behaviour and life skills development of their children 
because, according to the parents these media send immoral messages to children.  
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Parents were concerned that pornographic images popped up when children are 
surfing the internet.  Parents said that this happens even when a very young child is 
surfing. The parents’ concern is pertinent because research done in the USA 
established that “the Internet and cellular phones have become important new sources 
of sexual information, pornography, “sexting” (sending sexual text messages and/or 
explicit images), and social networking” (American Academy of Pediatrics, 2010). In 
a recent study, nearly one-quarter of MySpace profiles referenced sexual behaviors 
(Moreno, Parks, Zimmerman Brito and Christakis, 2009, cited in American Academy 
of Pediatrics, 2010).  American Pediatrics quotes another study where 20% of 
teenagers reported having sent or posted nude pictures or videos of themselves 
(National Campaign to Prevent Teen and Unplanned Pregnancy, Sex and technology. 
in American Academy of Pediatrics, 2010). Alongside this pornography, “paedophiles 
also use the internet to lure young people into early relationships” (Paediatrics and 
Child Health, 2003).  
 
Internet threat is not yet very rampant in the Ugandan rural schools where access to 
the internet is still very minimal. However, parents from all areas were wary of the 
Ugandan local dailies like Bukedde (local language daily) and Red Pepper. They said 
these are a challenge to children’s life skills development because there is a lot of 
pornography in them. Parents were worried because children have access to these 
dailies which are scattered everywhere in the country.  
 
Problems were also identified with the music industry in Uganda. In the literature, 
“music videos may have a significant behavioural impact by desensitizing children to 
violence and making them more likely to approve of premarital sex” (Paediatrics and 
Child Health, 2003). According to Paediatrics and Child Health, “it is notable that 
music lyrics have become increasingly explicit, particularly with references to sex, 
drugs and violence” (ibid). In this context, parents observed that every song the 
musicians compose has sexual content. They were therefore concerned that their 
children had even got into the habit of singing these songs which parents consider 
carried immoral messages. To the parents, this could lead to children’s approval of 
premarital sex.   
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Parents were also concerned about TV. Their specific concern was that television 
affects both the cognitive and social development.   Children start watching TV at a 
very young age (Elkind, 2007 and Wright et al., 2001 in Gonzalez-Mena 2010). 
Parents were concerned that children were so obsessed with the TV programmes to 
the extent that they knew the days when certain programmes were being broadcast 
and hurried home for specific films. Parents also observed that for some of the 
programmes, there is an indication and announcement of Parental Guidance (PG) is 
required before the programme. However, parents expressed the difficulty for the 
parents to be there every time to give the guidance required. According to the 
American Academy of Pediatrics (2010), research confirms that children’s exposure 
to images of smoking entice them to smoke (Millett and Glantz, 2010, Sargent, Beach 
and Adachi-Mejia et al 2005, in American Academy of Pediatrics 2010).  In the same 
vein, alcohol advertisements encourage children who are exposed to them to begin 
drinking (Henriksen, Feighery, Schleicher, Fortmann, 2008; Wellman, Sugarman, 
DiFranza, and Winickoff 2006; in American Academy of Pediatrics 2010).  In 
Uganda, parents who have TVs were aware that every TV programme is punctuated 
by a series of such advertisements for these products.  Some children said their 
parents make their chance to watch TV contingent on when the child has finished 
family chores assignments. They said, for example, “As long as we have finished the 
work my mother gives us, we are allowed to watch the TV”. The problem is that this 
television viewing is not censored. This means children can watch any programme, 
uncensored once they finish the family chores.  
 
7.5: Association between methods and indicators of life skills 
 
A number of life skills were identified for development in the Ugandan life skills 
programme. This study gathered information on the development of 10 of these life 
skills namely, assertiveness, friendship formation, empathy, self-awareness, self-
esteem, negotiation, decision-making, critical thinking, creative thinking and 
problem-solving. Chi square tests were used to examine the association between the 
methods used to develop life skills and the indicators of those life skills observed in 
the classroom.  In this method the observed association between methods and 
indicators is compared with that one would expect by chance.  Of note here is that 
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teachers generally reported a high incidence of the indicators of life skills.  
Consequently, statistically significant relationships between methods and indicators 
were frequently not evident.  Where they were evident, the source of the statistical 
significance was sometimes in an association between not using the method and 
observing the indicator or in the fact that the use of the method and the observance of 
the indicator were not related.  In this section, I will focus on those incidences where 
methods and indicators appeared to be related. In some cases percentages of the cross 
tabulations will be indicated where it is deemed necessary. 
 
7.5.1: Assertiveness 
 
Teachers encouraged assertiveness by giving pupils a chance to answer questions, 
participate in group work, participate in communication activities, debate, and 
participate in open class discussions. Teachers further witnessed five indicators of 
assertiveness that were pupils giving their own points of view, communicating 
effectively, having creative and critical thinking skills, listening to one another and 
developing problem-solving skills.  In this case, most teachers (75% and over) 
indicated that they used communication activities, debate and open class discussions 
to facilitate pupils’ development of assertiveness. The study revealed that about half 
of the teachers who had given a chance to pupils to answer questions witnessed the 
indicator pupils giving their own points of view. This relationship was not statistically 
significant.  
 
The chi-square results also showed that giving pupils a chance to participate in 
communication activities was very closely associated with the indicator 
communication although this relationship was not statistically significant. Teachers 
said that when pupils participate in communication activities like answering 
questions, group discussions, class discussions, and brain storming sessions, they 
improve their communication skills and consequently, communication ability. 
Communication ability, and sensitivity to what and how we communicate to others 
are the means by which assertiveness is realised (SkillsYouNeed.com, 2011). As 
children interact with each other in different situations, the development of 
assertiveness is facilitated.  
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7.5.2: Friendship 
 
On friendship, the teachers identified the chance to participate in groups, sharing, and 
teacher showing friendship, as the methods they used to facilitate the development of 
friendship among the pupils. These methods had the highest frequency of teachers of 
over 80%. There was a very strong association between each of these methods and the 
indicators of friendship sharing things and materials and good relations among pupils 
in and out of the class because all the teachers who used these methods witnessed 
these indicators.  
 
When children work in groups, they share basic needs, develop affection for each 
other, solve problems for each other, develop leadership skills, and consequently 
strengthen their relationships or friendship. The chi square results showed that there 
was a close association between children working in groups as a method of 
facilitating development of friendship and the indicators children solving problems for 
others and leadership skills.  
 
As children also clearly said, the activity of sharing is both an activity (method) of 
facilitating the development of friendship and an indicator of friendship. According to 
the chi square results, the method sharing instructional materials and other things was 
significantly associated with the indicator of children having affection for each other. 
Children gave testimonies of playing together and the different instances of affection 
they had for each other during this play time. These instances included separating 
those fighting, taking those who had been hurt to the teacher, and apologising to each 
other and forgiving each other when one was hurt or wronged by another. These 
testimonies support the close association between playing with others and the 
indicator affection.  
 
7.5.3: Empathy 
 
The indicators of empathy witnessed by the teachers were sharing, care, affection, 
sympathy, cooperation, making friends and responsibility. These indicators are similar 
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or the same as the indicators for friendship. Teachers indicated that to facilitate the 
development of empathy they used the methods storytelling, role plays, group work, 
children caring for others, children playing in the field and being selected to take 
others home. The indicators of empathy that teachers had witnessed and which 
emanated from these activities were sharing, care, affection, sympathy, cooperation, 
making friends and responsibility.  The relationship between each of the methods 
mentioned in this section and each of the indicators ‘share’ and ‘care’ was very 
strong. In each case, 100% of the teachers who had used each method witnessed each 
of the indicators ‘share’ and ‘care’. In the case of empathy, there were teachers who 
had not used any of these methods mentioned here. However, 100% of these teachers 
also witnessed the indicator ‘share’ and over 90% of the teachers also witnessed the 
indicator ‘care’.  
 
Children’s potential for caring and sharing was evident in children’s interviews. 
Children at school do not have meals provided by the school and depend on what 
parents pack for them or some money they give them to buy what to eat. However, 
according to the children, having enough to eat when at school is not regular for every 
child. When at school, children also have other problems like sickness or accidents 
and may need to be taken home or to the health centre by colleagues. Children 
reported that other children shared food with them and accompanied them home or to 
the health centre when they were ill.   
 
Role plays were also closely associated with the indicator ‘sympathy’ although the 
relationship was not statistically significant.  In this case, 66.7% of the teachers used 
the method role plays of people who are in situations that require empathy and 87.5% 
of the teachers who used the method witnessed the indicator sympathy. There were 
also teachers who did not use the method role plays of people who are in situations 
that require empathy and 50% of these teachers witnessed the indicator sympathy. 
Literature supports the close association between role play and sympathy. It is the 
nature of the message in a role play that “increases the efficacy of the learning 
experience and makes it more grounded in reality” (Battacharjee and Ghosh, 2013, 
p.2). This is because, it seems human beings have an inborn tendency or interest in the 
fortunes of other people and would naturally sympathise with others in situations that 
require sympathy.  
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With pupils’ development of empathy, children ‘playing in the field’ were 
significantly associated with pupils’ development of ‘responsibility’ which is an 
indicator of empathy. Children in Ugandan primary schools manage their own play 
time and in the process of their play, they take full responsibility of conflicts that 
arise, put themselves in the shoes of those who are fighting and separate them, and 
sometimes counsel them to forgive each other knowing conflicts can make them end 
their friendship.  
 
These findings show that (even if the relationship in some cases were not significant) 
strategies such as storytelling, role play, allowing children to play in the field or 
compound during break and lunch time and children being selected to take others 
home or to the health centre who are sick or have other problems, enable children to 
show affection, sympathy, responsibility and cooperation. These are all indicators of 
empathy.  
 
7.5.4: Self-awareness 
 
The methods the teachers indicated they used to facilitate the development of self-
awareness were a chance to answer questions, positive feedback, individual tasks, 
guidance and counselling, thanking and giving rewards, and making a follow up. The 
indicators of self-awareness witnessed by teachers were, putting up hands, 
volunteering to perform tasks on the chalkboard, acknowledging confidently that one 
can perform, accepting responsibility, contributing in class, self-management, talking 
about oneself and ability to give his/her views. When teachers gave pupils a chance to 
answer their questions, pupils were encouraged to put up hands, volunteered to do 
tasks on the chalk board, acknowledged with confidence that they could do certain 
activities, accepted responsibility and contributed freely while in group discussions. 
During observation of the lessons, I found out that this was facilitated by the positive 
feedback teachers gave their pupils when they gave correct answers. This was also 
supported by the pupils themselves who said that when the teacher praised them for 
giving a correct answer, they were encouraged to continue participating in the lesson.   
This finding was also reflected in the results of the cross tabulations of the methods 
used to facilitate the development of self-awareness and the indicators of self-
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awareness. There was a strong association between giving the pupils an opportunity to 
answer questions and the indicator acknowledging with confidence that they (pupils) 
could perform certain activities. In this case, children now seemed to have self-
awareness and could appreciate their own strength in performing those certain tasks 
(IMAU, 2003, p.5). Giving children a chance to answer questions was significantly 
associated with pupils contributing while in group discussion. This was also evident 
during observation of the lessons in primary two and primary five where in some 
lessons group work was used. There was evidence that children freely contributed 
while in the group discussions.  
 
Positive feedback was significantly associated with pupils putting up hands when a 
teacher asked them a question or requested them to do anything else in the class. 
Positive feedback was also closely associated with pupils volunteering to do tasks on 
the chalkboard. In this case, 50% of the teachers who had used the method positive 
feedback witnessed the pupils volunteering to perform tasks on the chalkboard and 
100% of the teachers who had not used the method also witnessed the indicator 
volunteering to perform tasks on the chalkboard. This seems to show that the pupils 
volunteered regardless of the method used. While in classes observing lessons, I 
witnessed that a teacher could ask a question and then a pupil would put up a hand 
and be chosen to answer orally. However, in some cases the teacher required the child 
to solve a problem or write the answer on the chalkboard. Writing the answer on the 
chalkboard was more frequent in primary five than in primary two. It was also evident 
that as the teacher gave positive feedback in the form of ‘very good’, ‘give her/him 
flowers’ ‘clap for him/her’, pupils were encouraged to put up their hands and also 
perform tasks on the chalk board. Generally, positive feedback in teaching is a 
process in which an initial change will bring about an additional change in the same 
direction (Hattie and Timperley, 2007).  This is because the power of feedback is 
influenced by the direction of the feedback relative to performance on a task (Hattie 
and Timperley, 2007). Hattle and Timperley further observe that “feedback is more 
effective when it provides information on correct rather than incorrect responses and 
when it builds on changes from previous trials” (ibid, p.85). Both pupils and teachers 
in this study indicated that the emphasis in teacher positive feedback was on correct 
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answers. This was also evident during observation of the primary two and five 
lessons. 
 
Another method teachers used to facilitate development of pupils’ self-awareness was 
guidance and counselling. Less than 25% of the teachers indicted they used guidance 
and counselling in facilitating development of pupils’ self-awareness. There were 
teachers who did not use guidance and counselling and of these, 71.4% witnessed the 
indicator volunteering to perform tasks on the chalkboard. This tendency was 
significant. Teachers were observed to use guidance and counselling during the 
lessons. For example, as described in some of the lesson observation extracts in 
chapter six, there were teachers who identified two categories of children; those who 
were not putting up hands at all and those who were putting up hands as they 
withdrew them. The way the teachers handled these children and enabled them to 
participate in the lessons was intended “to bring about the desired changes in the 
individual for self-realisation (Chapter 2, p. 43). Guidance and counselling is intended 
“to provide assistance to solve problems through an intimate personal relationship” 
(ibid). As it was observed, the whole process helped pupils to develop knowledge of 
his/her potential (self-realisation) in an intimate personal relationship with the teacher.  
 
7.5.5: Self-esteem 
 
A number of teachers indicated they used different methods to facilitate development 
of self-esteem. Eighty seven per cent of the teachers indicated they used question and 
answer to facilitate development of self-esteem. On the other hand, 71% of the 
teachers indicated they used positive feedback to also facilitate development of self-
esteem among the pupils. Normally, in the process of teaching and learning, when 
teachers ask questions, and pupils give responses to the questions, the teacher gives 
feedback. As reflected in chapter 6, during the observation of the 24 lessons in 
primary two and primary five, there was a sustained practice of asking questions and 
giving feedback. “Researchers have also noted that feedback improves student self-
efficacy and motivation” (Butler and Nisan, 1986; Butler, 1987; Elawar and Corno, 
1985, cited in Souter 2009, p.13), especially when it is teacher reinforcement (Hattie, 
1991 Cited in Burnett, 2001 p.1). Hattie (1991):  
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Reviewed 134 meta-analytic studies that evaluated the impact of various educational 
practices and ... found that teacher feedback was the most important variable in terms 
of enhancing achievement and noted that the simplest prescription for improving 
education must be dollops of feedback and praise. Hattie reported the effect sizes of 
1.13 for teacher reinforcement (praise), 0.65 for feedback and mediation and 0.50 for 
mastery learning based on feedback. 
                                                                                      (cited in Burnett, 2001, p.1) 
 
Since “self-esteem is the way an individual child feels about him/herself and how s/he 
believes others feel about him/her” (IMAU, 2003), teacher feedback in form of praise 
can go a long way into facilitating children’s development of self-esteem. Children 
and teachers testified that when a teacher gives pupils praise, acknowledging their 
successful performance, the pupils increase their self-esteem. Pupils themselves said 
that when they were praised, they walked like bosses. 
 
Further analysis of the teachers’ questionnaire responses was done using cross 
tabulations and the chi-square. The findings in this analysis showed that over 85% of 
the teachers used the method question and answer to facilitate development of self-
esteem. Over 70% of the teachers who used question and answer witnessed the 
indicators contributing while in groups, volunteering to perform tasks on the chalk 
board and responsibility. This seemed to show that there was a strong association 
between giving chance to children to answer questions and these indicators. Positive 
feedback was also strongly associated with both of the indicators volunteering to 
perform tasks on the chalk board and contributing while in groups. Nonetheless, when 
chi-square tests were conducted, none of the methods teachers used to facilitate the 
development of self-esteem was statistically significantly associated with any 
indicator of self-esteem. 
 
7.5.6: Negotiation 
 
The methods that teachers indicated they used to facilitate the development of 
negotiation included group work. The use of group work was strongly associated with 
the indicators taking turns, play and settling fights. However this was not statistically 
significant. Generally, we know from experience that group work makes pupils feel 
connected, engaged, included and feel more satisfied with their learning (Barbara, 
1999). In addition, group work provides pupils with more "real world” experience, 
283 
 
which is of value because the children will indeed be spending much of their lives 
working with people in their respective societies in groups (ibid).   
 
In the lessons which were observed and where group work was used, the pupils were 
able to organise themselves and took turns during the group discussions so that some 
pupils do not dominate others. Taking turns was more evident in the physical 
education lesson where during the two activities of practicing a chest pass and rope 
skipping, the children organised themselves into groups for both activities. There 
were not enough ropes for each pupil to practice independent rope skipping so the 
teacher organised the children into groups for this activity. The struggle for the few 
ropes could have led to conflict. However, this was solved because children practiced 
in turns and by the end of the lesson every pupil had had a chance to practice rope 
skipping. As for the chest pass practice, the pupils were in three groups as reflected in 
chapter 6. The pupils negotiated in such a way that in each group, a pupil went in the 
middle and threw the ball to the colleagues in the circle beginning at one point until 
everyone had had a chance. These were real world experiences because in the world 
of scarcity (not enough ropes, balls, or instructional materials) children work in 
groups and use negotiation skills to effectively utilize what is available. This goes 
beyond the school to their play time in the school compound and homes. Literature on 
negotiation supports these findings because negotiation is “a process where two [or 
more] parties with differences which they need to resolve are trying to reach an 
agreement through exploring for options and exchanging offers” (Fells, 2010, cited in 
Clenny, 2013 p. 16).  
 
 Another method teachers used was enabling children to organise their colleagues for 
an activity which was used by 66.7% of the teachers. Of these 75% witnessed the 
indicator taking turns.  This reflects a strong association between the method and the 
indicator. This was evident in the class during observation of lessons when children in 
groups had to organise discussions where they each had to contribute their ideas in 
turns.   
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7.5.7: Decision-making 
 
Cross tabulations between methods teachers used to facilitate development of 
decision-making and the indicators of these methods showed that group work was 
closely related with helping pupils to find solutions to their problems but this was not 
statistically significant. It has been suggested that group work allows students to learn 
from each other and to benefit from activities that require them to articulate their 
knowledge (Al-Badi in Al-Sheedi, n.d., p.141). It provides an opportunity for students 
to refine their understanding through discussion with peers (ibid). This was evident 
during observation of lessons when children were able to work in groups and assist 
each other as they generated solutions to tasks for discussion that helped each member 
in the group to understand. This was, however, more evident in the field when 
children were playing in groups. Their description how they played in the field and 
resolved their differences provided instances of solving problems.   
 
7.5.8: Critical thinking 
 
Chi square tests and results for the association between the methods and indicators of 
the methods used to facilitate the development of critical thinking show that there was 
no significant association between any methods used to facilitate the development of 
critical thinking and its indicators, although the cross-tabulations indicated some 
relationships. 
 
In relation to the methods used to facilitate the development of critical thinking, the 
method ‘brain storming’, was strongly associated with the indicators pupils giving 
their point of view when discussing and developing arguments, and presenting them 
systematically. In the cross tabulations, all the teachers (100%) used the method brain 
storming and of these 66.7% teachers witnessed the indicator pupils giving their own 
points of view while 75% witnessed the indicator developing arguments, and 
presenting them systematically. There were a number of sessions in the lessons 
observed where brainstorming was used although the actual recorded times in the 
lesson plans were three. The literature on brainstorming shows that it helps children to 
give their own point of view. Richards (1990) “found that student interaction was an 
important part of developing the cognitive skills involved in generating ideas, and 
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found brainstorming was an effective way of achieving this” (cited in Bradley, 2010 
p.2). Explaining the results, Bradley (n.d.) notes that “results from this study showed 
that students who were trained in brainstorming techniques were more efficient at 
generating and organising ideas than students in a control group” (ibid).  
 
Another method teachers said they used to facilitate development of critical thinking 
is debate. This method was strongly related to pupils giving their point of view and 
generating and supporting an argument. This is because 75% of the teachers used 
debate to facilitate the development critical thinking and 66.7% of these teachers 
witnessed the indicator pupils giving their own point of view. Debate was not used as 
a method in any of the lessons observed. However, in the questionnaire, teachers 
indicated they used this method to facilitate development of critical thinking. 
Literature reflects a strong association between debate and the two indicators, pupils 
giving their point of view and generating and supporting an argument, which were 
witnessed by the teachers. Debate offers an opportunity for students to move beyond 
the acquisition of basic knowledge in a subject matter and progress into the types of 
higher order critical thinking skills that good debate requires (Kennedy in Vargo 
2012).  That is why Shurter asserts that perhaps no study equals debate in the 
acquirement of the power of logical thinking combined with clear expression (Shurter 
in Vargo, 2012). A teacher said that in his primary five classes, he sometimes 
organizes debates on some content issues. These debates help his pupils to develop 
confidence, express themselves, communicate effectively, think critically and 
sometimes express themselves creatively. 
 
7.5.9: Creative thinking 
 
The method of exposing children to identifying and discussing conflict situations was 
used to facilitate the development of creative thinking. The method was significantly 
associated with the indicator of pupils identifying and solving problems. In this case, 
54.2% of the teachers used the method and of these 76.9% witnessed the indicator. 
Children, in many ways testified how they sometimes entered conflict situations when 
working together or playing together. Their testimonies showed that they were 
equipped with knowledge of conflict resolution which they used to understand the 
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conflict situations and solve the problems. In the literature, conflict resolution is 
described as intending “to facilitate constructive resolution of interpersonal conflicts” 
(Garrard and Lipsey, 2007, p.10). In support of this, Jones (2004) observes that 
“conflict resolution programs have educated children about constructive approaches 
to managing conflict in their schools and communities” (Jones, 2004, p.233). This is 
because conflict resolution education “provides critical life skills necessary for 
building caring communities and establishing constructive relationships” (Jones and 
Compton, 2003 cited in Jones, 2004, p.233).  Teachers indicating they used discussion 
of conflict situations and witnessed children identifying and solving problems is 
pertinent in this context. Discussing conflict situations to generate solutions appeared 
to require creative thinking. 
 
7.5.10: Problem-solving 
 
In the literature, problem-solving as a life skill involves information gathering; goal 
setting; needs identification; planning and organizing; risk assessment; children 
analysing the influence of their own values and the values of those around them; 
evaluating future consequences of their present actions and those of others; and 
determining alternative solutions to their problems (Maclang-Vicencio, Evelina, 
2010). It involves decision-making because problem-solving and decision-making are 
closely linked and each requires creativity in identifying and developing options 
(Chapman, 2009). In the study, there are a number of instances when children had to 
opt for what they felt had better consequences. For example, children were hurt by 
colleagues, but instead of fighting back, the children opted to take their offenders to 
the teacher, or forgave them, or even in some instances ignored the offence to sustain 
play. Some children naturally create problems. For example, a teacher said that there 
are children who are anti-social and do not accept to sit on the five seater desks with 
friends. The head teacher gave an example of a pupil who could come and sit on the 
desk and spread his legs to prevent others from sitting on the same desk.  
 
Case studies of problem situations are one of the methods teachers used to facilitate 
pupils’ development of problem-solving skills. When chi square results were 
analysed, case studies of problem situations were significantly associated with the 
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indicator pupils answering questions. Much as there was a significant relationship 
here, the teachers seem to have taken problems literally to mean classroom tasks in 
relation to answering or solving them. The method discussing problem situations in 
children’s lives was significantly associated with the indicator of children presenting 
alternative solutions to problems. It seems here that when children are provided with 
the opportunity to discuss problem situations, they get insights into how to solve 
them. The value of such activity is supported by the literature which suggests that 
“generating alternative solutions and evaluating and selecting an alternative solution 
are major steps in the process of problem-solving” (Beecroft et al, 2003).  
 
7.6: Life skills education challenges in primary schools 
 
7.6.1: Introduction 
 
The implementation of life skills education in primary schools in Uganda has 
encountered a number of challenges that seem to frustrate its smooth influence on the 
pupils. The study established that inadequate or no training of teachers as role models 
and large class numbers were the major challenges associated with the 
implementation of the life skills programme. 
 
7.6.2: Training 
 
There was inadequate or no training for the stake holders. Teachers, head teachers and 
CCTs said that the major classroom player who is the teacher was taken for an 
orientation training to make him or her competent enough to champion the 
development of children’s life skills in primary schools. However, they were critical 
of the initial training which seems to have been incomplete and to have left gaps in 
the competencies of some of the teachers’ life skills knowledge and facilitation skills. 
The CCTs, head teachers and teachers were very critical of the orientation workshops 
in terms of appropriate duration and time allocation to the different topics. The CCTs 
also said there was a problem in ensuring the same quality of trainers to each 
workshop. The CCTs, teachers and head teachers stated that in some cases the 
workshops lasted as little as two days and there were very many topics to be covered 
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so that life skills was not given sufficient time for learning and practicing. In the 
literature on innovations, it is clear that, “in order to achieve full-scale change, 
schools need to ensure that strong professional development programs are in place 
and that teachers have a variety of opportunities for learning and growth”(CEO 
Forum, 2000; Price et al., 2002; Royer, 2002; Staples et al., 2005 all cited in CITEd 
Research Center). This is because “teachers must have frequent opportunities for in-
depth and active learning that is authentic and useful in their daily practice” (CITEd 
Research Center). The provision of these kinds of opportunities would have enabled 
the teachers to have mastery of life skills education approaches and subject matter. 
According to recent research, “teacher content knowledge does influence classroom 
instruction” (Fenneme and Franke 1992, cited in Bennie and Newstead, 1999).  
 
The problem of lack of training for some teachers was also compounded by the 
transfer of life skills trained teachers. This left some schools with no trained teacher.  
Since one teacher was trained, when s/he went away then no one else in the school 
could take over. To complicate it further, the head teachers and deputy head teachers 
were also not included in the training and they wondered how they could supervise 
something in which they had not been trained.  At the Center for Implementing 
Technology in Education (CITEd), it was observed that innovations require informed 
leadership. It was extremely difficult for the head teachers in this study to act as 
informed leaders. 
 
7.6.3: Modelling of life skills 
 
Head teachers were critical of some teachers’ acting as life skills role models for 
pupils. They said some teachers did not live the life skills. They were not friendly, but 
were bullies in the class, befriending and even defiling the young girls and stories 
appear in papers, etc. Teachers are seen as role models in society (Nash, 2011) in 
relation to good character, fairness, honesty and conforming to professional ethics and 
codes of conduct. In research to develop developmentally appropriate models of child 
rearing in Thailand it was established that “as the adult community begun to feel more 
comfortable with themselves, they were better able to instil in their children the same 
sense of worth, pride and self-esteem. The children then became more confident, 
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receptive and comfortable at school, thus enabling their intellectual and social 
emotional skills to be further developed” (Tisana, Wong and Videhayasirinun, 1995, 
p.12). A teacher teaches best when he lives what he teaches because children will 
emulate as it is in Thailand. Teachers conduct in this regard is especially important for 
the teaching of life skills.  
 
7.6.4: Large classes 
 
Large classes in Uganda frustrate life skills’ development among the pupils. The 
literature on life skills education states that “life skills education is an approach to 
teaching generic life skills through participatory learning methods like games, 
debates, role-plays, and group discussion” (Srikala and Kishore, 2010, p.347). Srikala 
and Kishore explain that these participatory learning methods provide experiential 
learning that provides learners with a wide range of alternative and creative ways of 
solving problems in a non-threatening setting. Repeated practicing of these skills 
leads to a certain mastery and application of such skills to real life situation and gain 
control over the situation (ibid). The findings of the study show that large classes in 
Uganda frustrate smooth use of participatory methods. For example, in the 24 classes 
observed being taught, 16 classes had over 60 pupils per class. There were even two 
classes with 111 pupils (a primary two class) and 135 pupils (a primary five class). In 
such classes there was very minimal individual pupil attention which is very essential 
in participatory teaching for life skills development. Forming small groups in a class 
of 135 pupils with only one teacher would restrict the reasonable number of groups to 
thirteen with at least ten pupils in each group. The primary two lesson’s duration is 30 
minutes while the primary five ones are of 40 minutes. There are problems here of 
availing time for individual learner attention and hands on experiences. This 
conclusion is supported by Buczkiewicz and Carnegie (2008) who observe that “Life 
skills education requires a participatory, active learning approach, which presents a 
challenge to Ugandan schools with their huge classes and didactic styles.” 
(Buczkiewicz and Carnegie, 2008).  
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7.7: Limitations of the study 
 
This study sought to investigate the multidimensional phenomenon of life skills 
education.  As with all research, the study had certain limitations.  Although it has 
been developing over a number of years, life skills education seemed to be a new 
phenomenon for most stakeholders and was consequently susceptible to many 
interpretations. For the parents, life skills seemed to be just what they knew as the 
nurture of their children in their literal or cultural sense. Life skills education 
orientation had also not been extended to the parents. Some parents had known about 
life skills as teachers or workers in government or by seeing how their children 
behaved. It was therefore difficult to relate parents’ informal life skills education 
knowledge to the life skills education in the primary schools. 
 
Life skills education also seemed to be related to the social skills that people were 
familiar with and were practicing. It was therefore difficult to draw a boundary 
between what the children, parents and teachers knew as the everyday social skills 
and what they knew and were practicing because of the life skills education in the 
primary schools. For example, according to the cross tabulations, there were teachers 
who witnessed certain indicators of life skills even when they had not used the 
methods for facilitating development of children’s life skills.  
 
Qualitative research must occur in a natural setting (Bogdan and Biklen, 1982; 
Marshal and Rossman, 1995) and yet the presence of the researcher necessarily 
changes the setting. While every effort was made to put children, parents and teachers 
at their ease, the respondents may have been reserved in sharing their ideas with the 
researcher.   A further limitation was that, owing to time and financial constraints, 
only primary two and five pupils were used in each of the 12 primary schools when 
each primary school had seven classes.   A larger sample would have strengthened the 
study’s results. 
 
The infusion approach to life skills education made it difficult to discern the impact of 
specific life skills methods.  During observation of the lessons, teachers had lesson 
plans in which they had indicated the life skills to be developed during the teaching 
learning process. Teachers used a variety of methods when teaching their lessons. 
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Children also actively participated in the different learning activities. However, there 
seemed to be no guarantee that the activities were targeted to the development of the 
pupils’ life skills development. They could just as well have been the normal teaching 
routine activities of the teachers. 
 
7.8: Conclusion  
 
This study set out to explore how life skills education in Uganda is being 
implemented.  This exploration was guided by the following specific research 
questions: 
 What are the teachers’, education officials’ and parents’ perceptions of, 
competencies in and attitudes toward life skills education in primary schools? 
 Do pupils have knowledge and awareness of the life skills listed in the primary 
school curriculum? 
 Is there any evidence that pupils’ demonstrate the life skills listed in the 
primary school curriculum? 
 What methods are teachers using to develop life skills? 
 Are the indicators of the life skills in the primary school curriculum being 
observed by teachers? 
 Are the teachers who use the teaching methods listed in the primary school 
curriculum more likely to observe indicators of the life skills listed in the 
curriculum than teachers who do not use those methods? 
 What are the challenges for providing life skills education in primary schools?    
The conclusions that can be drawn in relation to these questions is discussed next. 
 
Generally, teachers’ and parents’ perceptions of life skills seemed to be at best mixed. 
They were largely supportive of life skills education, although in some cases, they 
placed more emphasis on vocational and academic life skills than on psychosocial life 
skills.  Some parents were concerned that the psychosocial life skills promoted in the 
curriculum eroded their cultural values, particularly when children were encouraged 
to be assertive.  Such parents tended to emphasise children’s obedience.  Parents’ 
competencies in handling their children’s life skills’ development appeared to be 
influenced by their culture, social economic status and elitism. Generally, the findings 
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of the study revealed that the parents mainly used two parenting styles, namely, 
authoritative and authoritarian.  Authoritative parents appeared to be more 
comfortable with the life skills approach.  Parents’ understanding of life skills 
education was hampered by the fact that they had no orientation to the life skills 
programme.  Surprisingly, the same was true of head teachers and district education 
officials who were expected to supervise the implementation of the life skills 
curriculum even though they received no formal orientation to it.  
 
Pupils did not have specific concepts or definitions of what life skills are because they 
had no direct life skills instruction. However, the pupils did have experiences which 
suggested that life skills education had influenced their day to day conduct. This was 
reflected in their personal testimonies and parents’ and teachers’ accounts.  Pupils did 
seem to have knowledge and awareness of the life skills listed in the primary school 
curriculum. While children’s self-narrated experiences and teachers’ and parents’ 
testimonies of what they had observed and witnessed suggested that they were 
influenced by life skills education, there seemed to be no clear cut evidence or 
confirmation that this knowledge was as a result of the life skills education 
programme in the primary school. This was because even the teachers who did not 
use certain methods to facilitate development of pupils’ life skills witnessed certain 
life skills indicators. 
 
Teachers’ life skill competencies seemed to be reflected in how well they planned and 
taught their lessons, role modelled life skills and consequently the life skills’ 
indicators they witnessed.   Teachers confused life skills and life skills indicators in 
their lesson planning, suggesting that they did not have a clear concept of the life 
skills to be developed. There was evidence that teachers are using participatory 
methods to facilitate pupils’ development of life skills. The findings seemed to 
confirm that active learning in which there was use of participatory methods was still 
the most effective in facilitating development of children’s life skills.  
 
Samples of life skills indicators of the life skills in the primary school curriculum are 
listed in the curriculum documents. Teachers reported witnessing these indicators 
regardless of whether they used the methods aimed at facilitating the development of 
different life skills or not. Consequently, the study could not authoritatively conclude 
293 
 
that the teachers who used the teaching methods listed in the primary school 
curriculum were more likely to observe indicators of the life skills listed in the 
curriculum than teachers who do not use those methods.  Interview data suggested 
other ways in which life skills may have been developed, e.g., through informal 
strategies like the encouragement of sharing, but further investigation of how life 
skills are being developed is required. 
 
In the final analysis the study established a number of challenges that seemed to 
frustrate the implementation of the life skills programme in primary schools in 
Uganda. These challenges were practical and included large classes, culture and 
personality of the teacher. Of all these large classes seemed to be more felt by the 
teachers and other stakeholders who knew it inhibits the frequency of teacher pupil 
support which is paramount in the participatory life skills approach.      
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CHAPTER 8: RECOMMENDATIONS 
 
8.1: Introduction 
 
The findings of this study, discussed in chapter seven, generated important insights 
into life skills education in Uganda. Recommendations emanating from the study are 
presented in this chapter. These recommendations relate to life skills in the primary 
school curriculum in Uganda and overall national education policy. There are 
recommendations that relate to children, parents, teachers and education officials. It is 
important that the stake holders in primary education comprehend the interacting 
influences on the development of children.  In the process of the discussion in this 
chapter, implications of the study for future research will also be discussed. Finally, a 
conclusion will be presented.  
 
8.2: Recommendations 
 
In Uganda each child in the primary school is struggling to be and become what s/he 
wants to be now and tomorrow in a challenging environment that requires children to 
have considerable life skills in order to survive and prosper. The child’s development 
is the result of reciprocal interactions between the child and his/her ecological context 
(Bronfenbrenner, 1970).  Family, teachers and peers are all part of this context. At 
home, the parents or guardians nurture children’s development through their parenting 
styles, within the context of their culture and socio-economic status. The parenting 
styles were found to be, in most cases, either authoritative or authoritarian. At school, 
teachers and peers provide both the psychological and physical environment. Peer 
influence extends into the play arena in the school compound, on the way home and at 
home. The nurture of the child is embedded in the spectrum of the broader cultural 
context which includes customs, laws and media.  Meanwhile the child has to make 
sense of his/her world and is active in his/her own capacities. The child has to 
reconcile his/her sense-making with relationships with others and in the process make 
informed, functional, constructive and feasible decisions. The stakeholders, who 
include the teachers and parents, need to intervene as role models and facilitators in 
order to create a positive and conducive child nurturing environment.  
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This study endeavoured to investigate the many layers of influence on children’s life 
skill development by eliciting the views of children, their parents, teachers and the 
education officials who help to shape the child’s educational environment. 
 
8.2.1: The child 
 
The study recommends the following: 
The child’s life skill development can be enhanced by making the primary school 
classroom conducive to learning those skills. Life skills education approaches have 
been, in the literature of this study and findings, referred to as participatory.  This 
means facilitation of children’s life skills development requires supportive 
environments that provide children with the opportunities to use all their senses and 
effectively interact with different instructional materials in order to learn. The 
classroom should therefore be an arena for the children to interact in active 
participatory learning situations conducive to learning and therefore life skills 
development. Participatory learning situations seem to provide divergent 
opportunities for children’s learning and life skills development since they give 
children an opportunity to successfully and actively learn what they are able to learn 
in order to develop confidence, self-awareness and self-esteem.  
 
Parents and teachers should encourage children to think positively about themselves, 
their abilities, friends, work, tasks in the class, peers, health, etc. This requires that 
teachers and parents focus on children’s positive situations and undertakings. 
Children need supportive disciplinary environments.  There should be positive 
reinforcement of positive behaviour and intelligent, caring, restraint of any emergence 
of behaviour that inhibits children’s development of life skills at home and in school. 
Reinforcement should be based on participation rather than success. 
 
The teacher should create divergent opportunities for learner participation in different 
activities at school that involve working together cooperatively. This should be 
extended to the home where parents can create situations that allow children to 
develop and practice life skills. Participatory learning situations facilitate and 
consolidate children’s life skills development. 
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Peer relationships should be guided and intelligently monitored to prevent gangs from 
derailing youngsters in society. Constructive and enriching activities should be given 
to the children to enable development of desired and beneficial social competencies.  
Different avenues of children’s friendship formation should be established to initiate, 
develop and ensure children are friendly as they socialise in different settings of the 
society.  Friendship enables children to develop emotionally and morally (Ferrer and 
Fugate, 2013). In this case, children can communicate, cooperate and solve problems 
(ibid). 
 
An infused life skills education programme presupposes children developing the life 
skills as they participate in different learning activities. Children cannot therefore say 
this is self-awareness, self-esteem, etc. Children’s responses seemed to reflect that 
they (children) can cherish and jealously guard what they can identify and name. Life 
skills education should include enabling children to know which skills they are 
developing so that they can know and name the life skills and consequently establish 
whether they actually have the skills or not. 
 
8.2.2: Teachers 
 
The study recommends the following: 
Teaching which enhances learning requires mastery of what is taught. Life skills 
education requires teachers to differentiate a life skill, a value and an indicator of a 
life skill. There is a need for teachers’ refresher courses on life skills education as this 
will assist the teachers in developing the appropriate knowledge, attitudes and 
competencies in handling children’s life skills development. 
 
Training of teachers should integrate effective life skills’ pedagogical content (life 
skills and how to teach them) to improve teachers’ life skills teaching capacity. This 
should include identification, selection and use of appropriate methods in the 
instructional process that can enhance life skills development in children. Children 
develop and acquire life skills in an enabling learning atmosphere. This requires 
teachers’ use of appropriate means of content delivery that should include effective 
communication and delivery of what children learn.  
297 
 
 
Life skills are lived not talked. The essence of teachers acting as role models is 
paramount in children’s life skills development. Training and sensitisation of teachers 
in this area during initial training and refresher courses should take centre stage. 
 
8.2.3: Parents 
 
The study recommends the following: 
In Uganda every local council deals with education matters under the leadership of 
the secretary for education. Primary schools have Parents Teachers’ Associations that 
bring teachers and parents together to discuss the educational issues of their children. 
Life skills should be a topical issue in these two avenues to enable parents to become 
educated about life skills education and their role in championing their children’s life 
skills development. 
 
Every parent on this globe professes a culture. Culture as a way of life can be 
influenced through the way people think and modify their behaviour and ways of 
living. Parents as elders in communities, ethnic groups and societies should integrate 
and adapt life skills education as a culture to improve the nurture of their children and 
the living styles of the people in their societies. When life skills are integrated in 
culture, they can be adapted and tailored positively to the dictates and norms of the 
society in question. 
 
8.2.4: Head teachers and other education managers 
 
The study recommends the following: 
Management is best done by working with and through people for the attainment of 
organisational goals. This presupposes or implies a competent manager being 
knowledgeable and utilising this knowledge in working with his subordinates as s/he 
supervises them, guides them and facilitates their work.  The manager can do this 
when s/he has confidence and commitment. Education managers need to be integrated 
in the life skills education training and refresher courses to enable them be informed 
managers of the life skills education programme. 
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8.2.5: Children’s rights and laws 
 
The study recommends the following: 
The rights and laws for the protection of children were not developed as a deterrent to 
the proper nurture of children. Instead, they were put in place to regulate behaviour 
that might threaten children’s development and to ensure that children can be nurtured 
in a protected and safe environment. Sensitizing stake holders on the responsibilities 
and obligations of children that go with these rights and laws can go a long way 
towards balancing life skills development for children and addressing the perceived 
incompatibility between life skills education and some traditional values.  
 
8.2.6: Media 
 
The study recommends the following: 
Media is a means of communication that reaches or influences people widely. Media 
is a fact of life in a changing contemporary world. In the sensitization seminars of 
parents, they should be educated on how to handle media issues for their children. 
Uganda should adopt a national policy on the regulation of children’s media. A 
module on media in life skills could benefit the children and parents. 
 
8.2.7: Teacher pupil ratio 
 
The study recommends the following: 
Enrolment of children in primary schools should consider realistic teacher pupil 
ratios. Life skills education cannot thrive in large classes where participation of the 
learners in different activities is limited. Life skills education requires manageable 
numbers in each class that will enable functional interaction processes. 
 
8.3: Implications for future research 
 
The current study was a first step in the evaluation of life skills education in Uganda 
at this level of intensity and analysis.  As noted in Chapter 7, there were some 
methodological limitations to the study, given its scope and exploratory nature.  The 
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study was necessarily limited to a primary two and primary five classes across each of 
the twelve schools that participated.  While the study did sample schools across 
Uganda, a larger sample would have been preferable.  A strength of the study was the 
inclusion of all stakeholders and the observation of lessons.  With more time and 
resources a more extensive set of observations could have been conducted.  Since the 
study broke new ground, the research instruments were constructed from scratch.  
While the observation guide worked well, the questionnaire did not yield clear results.  
There is a need therefore for the development of a more refined research instrument to 
measure the implementation of life skills.   
 
Further evaluation and development of this area of education requires a programme of 
research.  This programme should involve: 
 A larger scale study which will include a larger number of primary school 
classes in the districts and schools used for this study. 
 Given the range of life skills included in life skills education, it would be 
helpful to conduct comprehensive studies of each category of life skill.  This 
would involve a study of life skills for knowing and living with oneself, a 
study of life skills for knowing and living with others and a study of life skills 
for decision-making. 
 A study on cultural influences on children’s life skills development needs to 
be conducted, particularly as there are potential incompatibilities between 
some of the life skills promoted by life skills education and the culture of 
parents. 
 A study on media influences on children’s life skills development is a 
necessity as the development and impact of media is constantly changing. 
 A longitudinal study to measure the progressive development of pupils’ life 
skills from primary one to primary seven may help to reveal the needs of 
children’s life skills development at each class level. 
 A study of how the three nursery (pre-school) years facilitate pupils’ life skills 
development and prepare children for school life in the primary school. 
 Given the wealth of insight that was gained in this study through the use of 
interviews and focus groups, any future research in this area should avail of 
qualitative as well as quantitative techniques. 
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8.4: Conclusion 
 
Children’s life skills cannot be documented by one study. Psychosocial skills are for 
ones’ wellness in the context of his or her world. That seems to be the reason why 
children in different settings are predisposed to behave in a manner commensurate 
with the influences in their context. It is therefore the individual child who 
experiences, lives, or undergoes the life in his or her world who understands his or her 
world better. In this study, children, parents, teachers and CCTS described how 
children have been predisposed to behave in certain ways because of exposure to 
different life skills’ facilitating situations. The study therefore provides important 
information for all stakeholders on the effective development of life skills education.  
In the final analysis, it is the children themselves who are the most valuable 
respondents and their experiences which are most important. The children live in a 
context determined by adults and their eventual influence determines what type of 
children, adolescents and adults Uganda will have. It is in this context that nurturing 
children’s life skills development is a priceless venture for parents, teachers, 
educational officials and any other stake holders in the nurture of children. These 
stake holders should therefore undertake, cherish, support and sustain children’s life 
skills’ development. 
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Appendix 1: LIFE SKILLS AND LIFE SKILLS INDICATORS 
 
1.1 Life skills and their Indicators for life skills in primary two 
 
SELF-ESTEEM Indicators 
Expressing likes and dislikes 
Self-appreciation 
Talking about oneself 
ASSERTIVENESS Indicators 
Being open 
Listening to and valuing what others say 
Expressing one’s point of view 
Volunteering 
Giving reasons for actions taken 
Standing up for ones’ rights 
Responding to questions 
SELF-AWARENESS Indicators 
Self –identification 
Self-evaluation 
Talking about one’s potential, feelings and emotions 
Talking about one’s culture, e.g. tribe, home, religion 
Knowing one’s position and responsibility 
Making choices 
Caring for oneself 
COPING WITH STRESS Indicators 
Being patient 
Forgiving others 
Accepting positive advice 
Talking about personal experiences 
Narrating past experiences 
COPING WITH EMOTION Indicators 
Recognising emotions 
Identifying other people’s emotions 
Being sensitive to other people’s feelings 
Recognizing causes of different emotions 
Making right critical reasons 
CREATIVE THINKING Indicators 
Logical reasoning 
Initiating new ideas 
Finding different ways of doing things 
 
EFFECTIVE COMMUNICATION Indicators 
Fluency 
Audibility 
Confidence 
Articulation 
Accuracy 
Logical thinking 
Non-verbal expression 
FRIENDSHIP FORMATION Indicators 
Sharing 
Playing with others 
Working in groups 
Using polite language 
INTERPERSONAL RELATIONSHIPS Indicators 
Forgiving others 
Interacting freely with others 
Caring for others 
Sharing with others 
Knowing how to behave with different people, under 
different circumstances. 
EMPATHY Indicators 
Supporting others 
Caring for others 
Using appropriate language (etiquette) 
Listening to others 
Comforting 
Guiding others 
 
NEGOTIATION Indicators 
Using persuasive language 
Use of appropriate body language 
Temper control 
Responding appropriately 
Apologizing 
Requesting 
Appreciation 
NON-VIOLENT CONFLICT RESOLUTION 
Indicators 
Resolving issues without fighting 
Negotiating 
Using appropriate language 
Assisting others to come to an understanding 
Coping with stress 
Accepting defeat 
Knowing when to give in 
PEER RESISTANCE Indicators 
Standing up for one’s values and beliefs 
Defending one’s decisions 
Standing by one’s principles 
PROBLEM-SOLVING Indicators 
Taking decisions 
Making choices 
Evaluating facts 
Finding different strategies of solving problems 
 
DECISION-MAKING Indicators 
Acceptance 
Refusal 
Making choices 
Asking questions 
Giving instructions 
Knowing the consequences of one’s decisions 
CRITICAL THINKING Indicators 
Responding to questions 
Selecting, evaluating and using information 
Analysing statements 
Giving reasons for actions taken 
Taking decisions 
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1.2: Life skills and their Indicators for life skills in primary five 
 
EFFECTIVE 
COMMUNICATION 
Fluency 
Audibility 
Meaningfulness 
Confidence 
Articulation 
Accuracy 
Logical flow of ideas 
Verbal 
Non-verbal 
FRIENDSHIP FORMATION 
Sharing 
Playing with others 
Working in groups 
Using polite language 
Love 
Concern 
Care 
Trustworthiness 
Faithfulness 
Responsibility 
DECISION-MAKING 
Acceptance 
Refusal 
Making choices 
Asking questions 
Giving instructions 
Telling consequences of decisions made 
SELF-ESTEEM 
Expressing likes and dislike 
Self-appreciation 
Talking about self 
ASSERTIVENESS 
Being open 
Listening and valuing what others say. 
Expressing one’s point of view 
Volunteering 
Giving reasons for one’s rights 
Responding to  
Questions 
CRITICAL THINKING 
Responding to questions appropriately 
Selecting and evaluating information 
Analysing statements 
Giving reasons for action taken 
Taking a decision 
Making the best use of the information you 
have 
CREATIVE THINKING 
Logical reasoning 
Initiating new ideas 
Innovativeness 
Finding different ways of 
doing things 
PROBLEM-SOLVING 
Taking a decision 
Making choice 
Evaluating facts 
Finding different ways of doing things 
INTERPERSONAL RELATIONSHIP 
Forgiving others 
Interacting freely with others 
Caring for others 
Sharing with others 
Knowing how to be with different people 
under different circumstances  
Working together 
Respecting others’ opinions 
Reacting appropriately 
Respecting other people’s property, cultures 
Appreciating individual differences 
EMPATHY 
Supporting others 
Caring  
Guiding others 
Using appropriate language 
(etiquette) 
Listening to others 
Comforting 
 
SELF-AWARENESS 
Self-identification 
Self-evaluation 
Talking about one’s culture, that is tribe, 
home, religion 
Knowing one’s position and responsibility  
Making choice  
Caring 
COPING WITH STRESS 
Being patient 
Forgiving others 
Accepting advice 
Talking about personal problems 
Narrating past experiences 
NEGOTIATION 
Using persuasive language 
Using appropriate body 
language 
Temper control  
Responding appropriately 
Apologising 
Requesting 
Thinking  
 
 
NON-VIOLENT CONFLICT 
RESOLUTION 
Resolving issues without fighting 
Negotiating 
Using appropriate language 
Assisting others to come to an 
understanding 
Coping with stress 
Accepting defeat 
Knowing when to give in 
 
COPING WITH EMOTION 
Recognising emotions 
Identifying other people’s emotions and 
feelings 
Being sensitive about other people’s feelings 
Recognising causes for different emotions 
Making critical decisions for different 
emotions 
Not letting your emotions affect your 
decisions 
PEER RESISTANCE 
Standing for one’s values and 
benefits 
Defending one’s decision 
Standing by one’s principles 
  
 
Both tables represent all the life skills as designed and planned for all pupils in the 
primary schools. The difference  
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Appendix 2: INFORMATION SHEETS AND CONSENT FORMS 
 
 
2.1: Participant information sheet (Adult)  
 
Life skills’ education project 
 
Participant information sheet 
 
What is the project about? 
When our children are growing up, they need to develop skills of keeping themselves 
safe, living with others comfortably, and making good decisions. The current study 
will focus on how what children learn at school enables them to cope with everyday 
challenges and live comfortably in society. For example how do the subjects’ children 
learn at school, the methods used to teach these subjects, children’s relationships with 
their peers and the teacher, and children’s relationships with their parents help them to 
develop life skills for comfortable living in society. The study will look at what affect 
all these and how they enable our children to adapt to different situations. 
Who is undertaking the study? 
My name is Bwayo John and I am a post graduate student attending Mary Immaculate 
College. I am presently doing a PhD. by research under the supervision of Prof. Claire 
Lyons. The current study will form part of my thesis. 
What is being undertaken? 
The objective of the study is to find out how the life skills education programme in 
primary schools enables our children to acquire skills that can enable them to 
effectively face their day to day challenges and make appropriate recommendations 
that will help in providing quality primary school education. 
What are the benefits of this research? 
It is hoped that the data collected from the participants will (a) Enhance our 
understanding of the quality of education being provided in our primary schools. (b) 
Enable us understand how to support our children by enabling them to develop the 
required life skills, (c) may enable us acquire safe personal living skills, comfortable 
relationships with others, and good decision-making skills. 
Exactly what is involved for the participant (time, location, task etc.)? 
You the different participants will be involved: 
 
In the teaching learning process when you are a teacher or a pupil.  Classes will be 
observed. 
In interviews when you are a teacher, parent or administrator. 
In answering a questionnaire when you are a teacher. 
In group interviews when you are a pupil. 
 
These activities will take place in school or at home if it is more convenient for you. 
 
Right to withdraw 
Your anonymity is assured and you are free to withdraw from any of the activities 
listed above at any time without giving a reason. 
How will the information be used / disseminated? 
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All the data collected from interviews, focus group discussions, looking at documents, 
observation of lessons, etc., will be combined with that of the other participants in this 
study and used to form the results section of my thesis. Individual participant data will 
not be shown because only summary data will appear in the thesis. 
How will confidentiality be kept? 
All information collected will remain confidential and will not be released to any third 
party. A random ID number will be generated for each participant and it is this 
number rather than the participant’s name which will be held with their data to 
maintain the anonymity. 
What will happen to the data after research has been completed? 
In accordance with the data protection act (2003) all participant data will be stored for 
the length of time that it is required to produce this thesis at which time it will be 
destroyed. 
Contact details 
If at any time you have queries/issues with regard to this study, my contact details are 
as follows: 
Name: Bwayo John Kissiibo Wilson 
E-mail: johnbwayo@gmail.com 
Mobile phone number: +256772624048 
 
If you have concerns about this study and wish to contact someone independent, you 
may contact: 
MIREC Administrator 
Mary Immaculate College 
South Circular Road  
Limerick 
061-204515mirec@mic.ul.ie  
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2.2: Children’s information sheet 
 
Life skills education project 
 
Children’s information sheet 
  
I am doing a project at my University. It’s like a project you might do in school. In 
this project I want to find out what children think about some of the things they learn 
at school.  The kinds of things I want to find out about are how children learn about 
things like looking after themselves and looking after others. 
I’d like to find out by asking you some questions in a small group with other children.    
It’s not like a test - there are no right or wrong answers.  
I will use a small recorder so that I can remember what we are talking about.  If, when 
we are talking, you want to stop talking or go back to your classroom that’s okay. If 
you do you won’t get in trouble.  
The recording will only be listened to by me and someone at the university who is 
helping me to do my project. 
When I write my project I will put in some examples of what we’ve talked about.  But 
we won’t use your name so people won’t know who you are.  I will be talking to other 
children in other districts too. 
If you have any worries after we talk you can tell your teacher or parents and they will 
tell me.  
If also at any time you have queries/issues with regard to this study, my contact 
details are as follows: (Your parents or teacher can contact me) 
Name: Bwayo John Kissiibo Wilson 
E-mail: johnbwayo@gmail.com 
Mobile phone number: +256772624048 
 
If you have concerns about this study and wish to contact someone independent, you 
may contact: (Your parents or teacher can do this for you) 
MIREC Administrator 
Mary Immaculate College 
South Circular Road  
Limerick 
061-204515mirec@mic.ul.ie  
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2.3: Participant informed consent form (adult) 
 
Life skills education project 
 
Participant informed consent form  
 
Dear Participant, 
As outlined in the participant information sheet the current study will investigate life 
skills education in primary school. 
Details of the nature of the study are provided in the participant information sheet. 
The participant information sheet should be read fully and carefully before consenting 
to take part in the study.  
Your anonymity is assured and you are free to withdraw from the study at any time. 
All information gathered will remain confidential and will not be released to any third 
party.  In accordance with the Data Protection Act (2003) all participant data will be 
stored for the length of time that it is required to produce this thesis at which time it 
will be destroyed. 
Please read the following statements before signing the consent form. 
• I have read and understood the participant information sheet. 
• I understand what the project is about, and what the results will be used for. 
• I am fully aware of all of the procedures involved in the study, and of any risks and 
benefits associated with the study. 
• I know that my participation is voluntary and that I can withdraw from the project at 
any stage without giving any reason.  
• I am aware that my results will be kept confidential. 
Name (PRINTED):--------------------------------------------------------------------------------
----  
Name (Signature):---------------------------------------------------------------------------------
----  
Date: ------------------------------------------------------------------------------------------------
-----  
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2.4: Participant informed consent form (children) 
 
Life skills education project 
 
Participant informed consent form 
  
Dear Participant, 
As outlined in the participant information sheet the current study will investigate life 
skills education in primary school. 
Details of the nature of the study are provided in the participant information sheet. 
The participant information sheet should be read fully and carefully before consenting 
to take part in the study.  
Your child’s anonymity is assured and he/she is free to withdraw from the study at 
any time. All information gathered will remain confidential and will not be released to 
any third party.  In accordance with the Data Protection Act (2003) all participant data 
will be stored for the length of time that it is required to produce this thesis at which 
time it will be destroyed. 
Please read the following statements before signing the consent form. 
• I have read and understood the participant information sheet. 
• I understand what the project is about, and what the results will be used for. 
• I am fully aware of all of the procedures involving my child, and of any risks and 
benefits associated with the study. 
• I know that my child’s participation is voluntary and that I can withdraw from the 
project at any stage without giving any reason. 
• I am aware that my child’s results will be kept confidential. 
Childs Name: --------------------------------------------------------------------------------------
-----  
Parent’s Name (PRINTED):---------------------------------------------------------------------
-----  
Parent’s Name (Signature):-----------------------------------------------------------------------
----  
Date: ------------------------------------------------------------------------------------------------
-----  
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Appendix 3: INSTRUMENTS 
 
3.1: Interview guide for district education officials 
 
As a district education officer, what is the value of life skills for your primary school 
pupils? 
What life skills are often developed among your pupils? 
What role does the district play in the development of life skills among your primary 
school pupils? 
What challenges do you experience in the development of life skills among pupils in 
your district? 
With your experience, what is the best way to develop life skills among your pupils? 
What strategies for improving life skills education in Uganda would you suggest? 
 
3.2: Interview guide for coordinating centre tutors 
 
As a CCT, what is the value of life skills education for your primary school pupils? 
What is your role in the development of life skills among your primary school pupils? 
Have you undergone sufficient orientation or training in life skills education to enable 
you to be an efficient performer of your role?  
What life skills are often developed among pupils in your catchment area? 
With your experience as a CCT, what is the best way to develop life skills among 
your pupils? 
What challenges do you or the teachers experience in the development of life skills 
among the pupils in your catchment area? 
What would you recommend as a way of improving the development of life skills 
among pupils in primary schools?  
 
3.3: Interview guide for primary school head teachers 
 
As a head teacher, what do you consider to be the value of life skills education for 
your primary school pupils? 
What is your role in the development of life skills among your pupils? 
Have you undergone sufficient orientation or training in life skills education to enable 
you to be an efficient performer of your role? 
What life skills are often developed among pupils in your school? 
With your experience as a head teacher, what is the best way to develop life skills 
among your pupils? 
What challenges do you experience in the development of life skills among the pupils 
in your school? 
What would you recommend as a way of improving the development of life skills 
among pupils in your school?  
 
3.4: Interview guide for parents 
 
Other than your child getting employment after school, what else makes you send 
your children to school? 
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What sort of children do you therefore want to have after primary education? 
What do you do in your family to get the type of child you want to have after primary 
education? 
What do you think the school does to help your child become confident, have self-
esteem, make desirable friends, etc.? 
Do you think the school is doing enough to help your child achieve the life skills you 
want? 
What do you think the school should do to help you get the child you want? 
 
  
3.5: Interview guide for teachers 
 
In your opinion, what are life skills? 
What comment do you have about the inclusion of life skills education in the primary 
school curriculum? 
What is the value of life skills? 
Do you feel sufficiently trained and competent to teach life skills? 
What life skills do you teach? 
How do you teach these life skills? 
What support do you receive from the school to facilitate your teaching of life skills? 
Most of our pupils come from home, what influence does the home background of 
your pupils have on their life skills development? 
What challenges do you experience when making effort to develop pupils’ life skills? 
What do you think should be done to improve life skills education in our primary 
schools?   
 
3.6: Interview guide for pupils 
 
What do you like about being at school? Why? 
(Story one, first picture) What do you like in this picture? Why? Do you have any 
teacher who makes sure that you are safe during break and lunch time? How can you 
keep yourself secure without a teacher?  
 What don’t you like in the picture? Why? 
 
(Picture two of story one) What is the boy in red doing? What is good in what he is 
doing?  
(Story 1 picture 4)What do you like in this picture now? Why? If you were the boy 
who was knocked down, what would you do? If you were the boy who knocked down 
your friend, what would you do next time when playing with others? 
(Story one picture five)What do you now like in this picture? What is the main work 
of the person in pink?  
 
(Story two, picture one) What is happening in the picture? 
(Story two picture two) What is happening in the picture? Why are the children and 
parents very happy? What other things make your parents to be happy with you?  
(Story three picture one) What is happening in the picture? How do you feel when 
you give a correct answer to a teacher’s question? What do you like the teacher to do 
when you have given a correct answer? 
 
369 
 
NOTE: For pupils’ interview guide I have added story three which is a classroom 
situation because I found out that it has very strong indicators of self-esteem and self-
awareness. The interview will also focus more on self-esteem, self-awareness, 
friendship formation, negotiation and non-violent conflict resolution.  
    
3.7: Questionnaire to teachers 
 
Class……………………………………………………………………………………
…………………. 
Number of children boys………girls………total……… 
Subjects taught……………………….. 
Number of periods taught per day………………………………………. 
For each of the following life skills, indicate the activities you mostly use to develop 
them and the indicators that show you have developed them: 
NOTE: Actions are what the teacher does or makes the children do to develop life 
skills in pupils and indicators are the things you see or witness children do that help to 
show the life skills developed. In each case tick your response. 
 
Self-esteem 
 
Activities that facilitate learning the skill: 
 
Chance to answer questions 
Methods used in teaching: group work, debate, brainstorming, question and answer. 
Teacher’s positive feedback on children’s performance: encouragement, 
acknowledgment, nodding in appreciation, positive verbal support   
Individual tasks performed on the chalk board. 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Indicators of achievement of the life skill: 
 
Putting up hands 
Volunteering to perform tasks on the chalk board 
Acknowledging confidently that one can perform a certain task 
Fully contributing while in group discussion 
Accepting responsibility 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Self-awareness  
 
Activities that facilitate learning the life skill: 
 
Chance to answer questions 
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Methods used in teaching: group work, debate, brainstorming, question and answer 
Teacher’s positive feedback on children’s performance: encouragement, 
acknowledgement, nodding in appreciation, positive verbal, support  
Individual tasks performed on the chalk board. 
Other……………………………………………………………………………………
…….. 
…………………………………………………………………………………………
…………………………………………………………………………………………
…………….... 
 
Indicators of achievement of the life skill: 
 
Putting up hands 
Volunteering to perform tasks on the chalk board 
Acknowledging confidently that one can perform a certain task 
Fully contributing while in group discussion 
Accepting responsibility 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………. 
 
 Assertiveness 
 
Activities that facilitate learning the life skill:  
 
Answering questions 
Chance to participate in group work 
Effective communication exercises 
Debate  
Open class discussions and arguments 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Indicators of achievement of the life skill: 
 
Giving own points of view 
Communicating clearly and precisely 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Friendship formation 
 
Activities that facilitate learning of the life skill: 
 
Working together in groups 
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Sharing instructional materials and other things 
Teacher showing friendship to the learners 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
…………………….... 
 
Indicators of achievement of the life skill: 
 
Sharing things and ideas 
Affection for each other 
Working together on tasks 
Good relations among pupils in the class 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Empathy 
  
Activities that facilitate learning of the skill: 
 
Stories of people in need 
Roles of people who are in situations that require empathy 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Indicators of achievement of the skills: 
 
Sharing 
Care 
Affection 
Sympathy 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………. 
 
Negotiation skills 
 
Activities that facilitate learning of the skill: 
 
Group work 
Taking turns when doing activity 
Setting disputes 
Organizing colleagues for an activity 
Others…………………………………………………………………………………
…………………………………………………………………………………………
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…………………………………………………………………………………………
……………………… 
 
Indicators of achievement of the life skill: 
 
Patiently taking turns while working in groups 
Controlled free play during break 
Minimized or no fights among pupils in the class or compound 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………. 
 
Decision-making skills 
 
Activities that facilitate learning of the skill: 
 
Group work activities 
Debating 
Games 
Field trips 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Indicators of achievement of the life skill: 
 
Generating alternative solutions to problems 
Taking feasible courses of action 
Guiding others on generating feasible courses of action 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
Critical thinking skills 
 
Activities that facilitate learning of the skill: 
Quizzes 
Assignments 
Asking and answering questions 
Brainstorming 
Think-pair-share activities 
Group discussions 
Debates 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
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Indicators of achievement of the life skills: 
 
Children giving their points view when discussing 
Giving properly reasonable out answers 
Children developing arguments and presenting them systematically  
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
…………………….... 
 
Creative thinking skills 
 
Activities that facilitate learning of the skill: 
Crafts work 
Jigsaw puzzles 
Story telling 
Essay writing 
Conflict resolution case studies 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………. 
 
Indicators of achievement of the skill: 
 
Telling interesting stories 
Giving alternative ways of solving problems 
Writing interesting essays 
Identifying consequences to different courses of action 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………................ 
 
Problem-solving skills 
 
Activities that facilitate learning of the life skill: 
 
Case studies of problem situations 
Case studies of conflicts 
Involving children in resolving conflicts in the class 
Discussing problem situation in children’s lives 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
………………………. 
 
Indicators of achievement of the skill: 
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Presenting alternative solutions to problems 
Avoiding problem situations 
Helping others to avoid problem situations 
Negotiating consensus on conflicts 
Others…………………………………………………………………………………
…………………………………………………………………………………………
…………………………………………………………………………………………
……………………… 
 
 
3.8: Observation instrument or guide for live lessons 
 
Class......................................................... 
Number of pupils............. boys................ girls............total.............. 
Subject..............................................................................................................................
.......... 
Competencies...................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Methods 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Instructional materials 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Life skills to be developed 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
How development of the indicated life skills is planned for in the lesson plan 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Teacher/pupil interactions 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Teacher/pupil relationship 
..........................................................................................................................................
..........................................................................................................................................
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..........................................................................................................................................
.................................... 
Teacher/pupil distance 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Classroom tasks and how these relate to life skills development indicated 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Nature of methods and how these are used to develop children’s life skills indicated 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Nature of content and how the way it was taught helped to develop the indicated life 
skills 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Pupil/pupil interactions and how these are suited for developing the indicated life 
skills 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Classroom routines and their suitability in developing children’s life skills 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Evaluation activities and their relevance to  ascertaining life skills education 
development indicators 
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
.................................... 
Evidence of already developed life skills exhibited by pupils  
..........................................................................................................................................
..........................................................................................................................................
..........................................................................................................................................
....................................  
Additional Notes 
…………………………………………………………………………………………. 
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Appendix 4: LETTER TO GAIN ACCESS TO SCHOOLS 
 
4.1: Letter seeking permission from the head teacher 
 
MARY IMMACULATE COLLEGE UNIVERSITY OF LIMERICK 
 
The Head Teacher: 
............................................................................................................ 
Dear Sir/Madam 
RE: PROJECT ON LIFE SKILLS EDUCATION IN PRIMARY SCHOOLS 
I am conducting a study on life skills education. Your school has been selected as one 
of those going to participate in the study or project. The purpose of this letter is to 
seek for permission from you to use your school in this study. 
In your school I would like to: 
Observe lessons in primary two and five which I will prepare together with the 
teachers, observe, and then hold a feedback or post observation conferences with the 
teachers who will have taught. 
Hold interviews and focus group discussions with selected pupils, two or one primary 
two and five teacher(s), yourself, and with your support, using a prescribed procedure, 
also hold some interviews with selected parents of your school. Interviews or focus 
group discussions with children will be held in an open place or classroom.  
Select some children who will help in answering a few questions on a simple 
questionnaire. 
Ask the teachers who will be involved in the study to help answer some questions on 
a simple questionnaire. 
Look at teachers’ schemes of work and lesson plans in the selected classes to find out 
how they normally plan to develop life skills in pupils during their lessons. 
In all these activities, the participants are free to withdraw when they feel they cannot 
continue without giving any notice. 
Best Regards 
Bwayo John 
E-mail: johnbwayo@gmail.com 
Mobile Phone number:  +256772624048 or +256756624048 
Lecturer Kyambogo University 
PhD student Mary Immaculate College 
South Circular Road 
Limerick 
061-204515 
mirec@mic.ul.ie     
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Appendix 5: DATA ANALYSIS CHAPTER FIVE  
 
5.1: Initial codes 
LS is protection 
Resources 
Numeracy and literacy 
Life skills indicators 
Teachers – parents oppress 
Constraints 
Good life 
Many perceptions of life skills 
Morality 
Obedience 
Methods 
Importance of academics 
Different methods used – story telling, role play, question and answer 
Parents – teachers should discipline children 
Media resources are bad 
Training 
Teachers’ competence 
Children no respect – teachers, parents 
Conflict resolution 
Meaning of life skills – self-reliance, sisiyeta umwana umwene 
Educational officials not trained 
Promoting respect 
Security 
Rights  
Informed decisions 
HIV/AIDS  
Informed decisions 
Self-awareness 
Laws 
Morality, right and wrong  
Pupils’ participation 
Coping skills 
Cooperation in and out of class 
Apologising and forgiving 
Respect 
Tradition 
Media 
Problem-solving 
No to advances  
Peer pressure 
Culture (Western) 
Drug abuse education 
Assertiveness 
Parents’ competence 
Some boys - kings 
Playing in the field 
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Honesty 
Roles of parents 
No lunch 
Peer pressure – parents, children  
Home activities, family, watching TV, playing 
Contradiction – home, family, parents, school, teachers   
Tradition, culture, oppressive, girls, boys 
Parents oppressive not supportive (Manafwa) 
Showing, care for the sick taking to health unit 
Vocational skills, self-reliance 
Parents’ attitudes 
Future jobs 
Passing exams 
Children cannot write 
 
Note: Reflecting on the above codes gave rise to the initial themes and codes below 
(Appendix 5.2). 
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5.2: Initial themes and codes (draft) 
 
Initial themes Codes 
1.Stake 
holders 
perception of 
children’s life 
skills  
 
(1) Future jobs (2)Life skills 
indicators,(3) LSE curriculum, (4) 
importance of academics, (5) Passing 
exams (6) promoting respect (7) 
curriculum materials (8) Obedience 
(9) Vocational (10) Morality (11) 
Socialization (12) Good jobs (13) 
Good life (14) Honesty (15) 
Literacy/numeracy (16) Good life 
(17) Self reliance 
 
2.Value of life 
skills 
curriculum 
 
(1)Security, (2) Informed decisions, 
(3) HIV/AIDS (4) Friendship 
formation (5) cooperation in and out 
of class, (6) coping skills, (7) peer 
pressure resistance (8) 
Apologising/forgiving (9) Drug 
abuse education (10) Honesty (11) 
Care for others (12) Passing exams 
(12) Problem-solving 
 
3. Evidence 
of the impact 
of life skills 
 
(1) Coping skills, (2) participation in 
class (3) Resistance to peer pressure, 
(4) No to advances (5)  Respect (6) 
decision-making, (7) conflict 
resolution, (8) Problem-solving (9) 
Assertiveness (10) Self-awareness 
 
4). Home 
experiences 
and life skills 
development 
 
1) Respect (2) Parents role, 
(3)Honesty (4) Parents’ competence, 
(5) Parents’ attitude (6) Respect 
 
5. School  
experiences 
and life skills 
development 
 
(1) Resources, (2) Peer pressure (3) 
Constraints, (4) Passing exams (5) 
Methods (6) Training and teachers’ 
competence (7) Playing in the field 
 
6. Culture, 
laws, 
children’s 
rights 
 
(1)Respect (2)Rights and laws, (3) 
Media, (4) Western culture, (5) 
Tradition  (6) Exalting boys 
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Appendix 6: CHAPTER 6 APPENDICES 
 6.1: Lesson plan details for each of the 24 lessons observed 
OSERVATION CLASS SUBJECT OBJECTIVES OR 
COMPETENCIES 
METHODS INSTRUCTIONAL MATERIALS LIFE SKILL TO BE DEVELOPED PLANNED STRATEGIES FOR LS 
DEVELOPMENT 
1 P5 Science 5 stated, none 
implying any life 
skills developed 
Brain storming and question and 
answer 
None indicated None indicated None in the whole 
lesson plan 
2 P2 Reading and 
writing 
3 stated, none 
implying any life 
skills developed 
Explanation, demonstration and 
question and answer 
Blackboard illustration Interpersonal relationship 
(cooperation), sharing and 
decision-making 
Through describing the 
values of skills to 
pupils 
3 P2 Mathematics 2 stated, none 
implying any life 
skills developed 
Demonstration, observation and 
explanation 
Beans, groundnuts, oranges, 
onions, flash cards 
Problem-solving, critical thinking, 
accuracy, orderliness and 
confidence 
Pupils reading 
correctly words 
displayed on flash 
cards 
4 P5 Social studies 3 stated, none 
implying any life 
skills developed 
Explanation and question and 
answer 
Chart Empathy, creative and critical 
thinking, caring, logical 
reasoning, taking a decision 
Through oral 
questioning 
5 P2 Religious 
education 
2 stated, none 
implying any life 
skills developed 
Explanation and question and 
answer 
Chart Love, critical thinking Not indicated 
6 P5 Social studies 2 stated, none Explanation, discussion, question None Effective communication, Through question and 
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implying any life 
skills developed 
and answer appreciation, communication answer 
7 P5 Social studies 3 stated, none 
implying any life 
skills developed 
Discussion, brain storming, 
question and answer 
A map showing chwezi 
kingdom 
Team work, effective 
communication, critical thinking, 
appreciation, cooperation and 
confidence 
Through group work, 
giving reasons for 
pastoralism, and 
reading 
8 P2 English 2 stated, none 
implying any life 
skills developed 
Look and say, question and answer Chart showing animals and 
their young ones 
Fluency, articulation, and 
confidence 
Not indicated 
9 P2 Luganda 4 stated, none 
implying any life 
skills developed 
Explanation anddiscussion Charts, chalkboard Sharing Not indicated 
10 P5 English 3 stated, none 
implying any life 
skills developed 
Question andanswer, discovery 
and explanation 
Chalkboard Effective communication 
(pronunciation, fluency) 
Not indicated 
11 
 
 
 
 
P5 English 2 stated, none 
implying any life 
skills developed 
Explanation, look and say and 
discussion 
A friendly letter on a chart Communication, fluency, 
friendliness, love 
Not indicated 
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12 P5 Social studies 4 stated, none 
implying any life 
skills developed 
Explanation, discussion Map of Uganda: rivers and 
lakes 
Self-esteem, effective 
communication 
Through question and 
answer, drawing and 
raising up hands 
13 P5 English 2 stated, none 
implying any life 
skills developed 
Explanation, brain storming, 
discussion andquestion and 
answer 
Real objects e.g. pens, books, 
chalkboard, textbooks 
Effective communication and 
critical thinking 
Not indicated 
14 P5 Physical 
education 
3 stated, none 
implying any life 
skills developed 
Demonstration, participation, 
explanation 
Play field, cones, balls, ropes, 
whistle 
Team work, critical thinking, 
leadership and negotiation 
Group activity for team 
work 
15 P2 English 3 stated, none 
implying any life 
skills developed 
Discussion, explanation, question 
and answer, look and say 
Pictures of insects, real insects Effective communication, 
fluency, confidence 
Not indicated 
16 P2 Literacy 4 stated, none 
implying any life 
skills developed 
Discussion, demonstration Real objects Accuracy, love, confidence, 
fluency, care 
Not indicated 
17 P5 English 3 stated, none 
implying any life 
skills developed 
Discussion Reference Effective communication, 
creativeand critical thinking 
Not indicated 
18 P2 English 5 stated, none 
implying any life 
skills developed 
Discussion, question and answer, 
whole word, whole sentence 
Word and strip cards, real 
objects, charts and real 
objects 
Fluency, audibility, confidence, 
intonation 
Through activities; 
mentioning things we 
make at home, 
question andanswer, 
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reading 
19 P2 News 2 stated, none 
implying any life 
skills developed 
Explanation Not indicated Effective communication, 
confidence, self-esteem 
Not indicated 
20 P5 Science 3 stated, none 
implying any life 
skills developed 
Discussion, question and answer Charts 
 
 
Effective communication Not indicated 
21 P2 Mathematics 3 stated, none 
implying any life 
skills developed 
Explanation, demonstration Counters Sharing, critical thinking Not indicated 
22 P5 Social studies 2 stated, none 
implying any life 
skills developed 
Explanation, discussion Map Effective communication Not indicated 
23 P2 Literacy 2 2 stated, none 
implying any life 
skills developed 
Explanation, look and say Flash and strip cards, 
chalkboard 
Critical thinking, confidence Through reading 
24 P2 Literacy 1 2 stated, none 
implying any life 
skills developed 
Demonstration, explanation Chalkboard Creativity Not indicated 
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6.2:  Tables of cross-tabulations and chi-squares of methods used to 
teach life skills and the indicators of those life skills witnessed by 
teachers. 
 
Note for Tables 6.3.1.3, 6.3.2.3, 6.3.3.3, 6.3.4.3, 6.3.5.3, 6.3.6.3, 6.3.7.3, 6.3.8.3, 6.3.9.3 and 
6.3.10.3:   
In the cross-tabulations of methods used and indicators witnessed, four outcomes were 
possible: 
e) Used the method and witnessed the indicator; 
f) Used the method and did not witness the indicator; 
g) Did not use the method and witnessed the indicator; 
h) Did not use the method and did not witness the indicator. 
 
The most relevant of these data are presented in the tables in order to make the tables 
more readable, i.e.,  
The number and percentage of teachers who used the method; 
The number and percentage of those teachers who used the method and witnessed the 
indicator; 
The number and percentage of those teachers who did not use the method and who 
nonetheless witnessed the indicator. 
 
Consequently, the n for each table varies. The total number of responses that were cross-
tabulated was 24.  
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Table 6.3.1.3: The relationship between the number of teachers who used each 
method to facilitate assertiveness and the number of teachers who observed each 
indicators of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicators     
Activity  Point of view Communication         Critical and 
creative thinking 
Listening to others Problem-solving 
Chance to answer 
questions 
U =15(62.5%)     
UW= 8(53.3%)   
NW = 1(11.1%)              
U = 15(62.5%)  
UW=9(60%)              
NW = 3(33.3%)              
U= 15(62.5%)  
UW= 5(33%)  
NW= 1(11.1%)            
U=15(62.5%) 
UW=3(20%) 
NW=1(11.1%) 
U=15(62.5%) 
UW=1(6.7%)  
NW=3(33.3%)         
Group U=14(58.3%) 
UW=6(42.9%) 
NW=3(30%)          
U=14(58.3%) 
UW=5(35.7%) 
NW=7(70%)            
U=14(58.3) 
UW=5(35.7%)  
NW=1(10%)               
U=14(58.3%) 
UW=3(21.4%) 
NW=1(10%) 
U=14(58.3%) 
UW=3(21.4%)  
NW=1(10%)        
Communication U=18(75%) 
UW=5(27.8%)  
NW=4(66.4%)         
U=18(75%) 
UW=11(61.1%)    
NW=1(16.7%)       
U=18(75%) 
UW=2(11.1%)  
NW=4(66.7)              
U=18(75%) 
UW=3(16.7%)   
NW=1(16.7%) 
U=18(75%) 
UW=2(11.1%)    
NW=2(33.3%)             
Debate U=19(79.2%) 
UW=7(36.8%)         
NW=2(40%) 
U=19(79.2%) 
UW=9(47.4%)           
NW=3(60%) 
U=19(79.2%) 
UW=6(31.6%)   
NW=0(00%)        
U=19(79.2%) 
UW=3(15.8%) 
NW=1(20%) 
U=19(79.2%) 
UW=3(15.8%)  
NW=1(20%)    
Open U=18(75%) 
UW=7(38.9%)         
NW=2(33.3%) 
U=18(75%) 
UW=7(38.9%) 
NW=5(83.5%)           
U=18(75%) 
UW=5(27.8%) 
NW=1(16.7%)            
U=18(75%) 
UW=4(22.2%) 
NW=0(00%)   
U=18(75%) 
UW=3(16.7%) 
NW=1(16.7%)          
Chance to act in 
group activities 
U=4(16.7%) 
UW=0(00%)            
NW=9(45%) 
U=4(16.7%) 
UW=2(50%)   
NW=10(50%)              
U=4(16.7%) 
UW=1(25%)   
NW=5(25%)           
U=4(16.7%) 
UW=1(25%)    
NW=3(15%) 
U=4(16.7%) 
UW=1(25%)     
NW=3(15%)       
Quiz U=2(8.3%) 
UW=0(00%)            
NW=9(40%) 
U=2(8.3%) 
UW=1(50%)    
NW=11(50%)            
U=2(8.3%) 
UW=0(00%)    
NW=6(27.3%)           
U=2(8.3%) 
UW=0(00%)     
NW=4(18.2%) 
U=2(8.3%) 
UW=0(00%)     
NW= 4(18.2%)      
Being open U=2(8.3%) 
UW=1(50%)     
NW=8(36.4%)        
U=2(8.3%) 
UW=1(50%)   
NW=11(50%)            
U=2(8.3%) 
UW=1(50%)    
NW=5(22.7%)          
U=2(8.3%) 
UW=0(00%)    
NW=4(18.2%) 
U=2(8.3%) 
UW=1(50%)    
NW=3(13.6%) 
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Table 6.3.1.4: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate assertiveness and the number of 
teachers who observed each indicator of that skill     
 Indicators 
Activity  Point of view Communication Critical and creative 
thinking 
Listening to 
others 
Problem-solving 
Chance to answer 
questions 
2=4.28          
Exact p = .08 
2 =1.60 
Exact p = .40 
2 =1.48 
Exact p = .35 
2 =0.32 
Exact p= 1 
2 = 2.88 
Exact p=.13 
Group 2= 0.41 
Exact p = .68 
2 =2.74 
p = .10 
2 =2.06 
Exact p = .34 
2= 0 .55  
Exact p  = 
.62 
2 = 0.55 
Exact p = .62 
Communication 2  =    2.90 
Exact p = .15 
2  = 3.56 
Exact p = .16 
2 = 7.41 
Exact p = .018* 
2 =00 
Exact p = 
1.00 
2 =1.60 
Exact p =.25 
Debate 2   = 02 
Exact p = 1 
2 = .25 
Exact p = 1 
2 =2  2.11 
Exact p =.28 
2 =0.05 
Exact p = 1 
2 = 0.05 
Exact p = 1 
Open 2=  0.06 
Exact p = 1 
2 = 3.56 
Exact p =.16 
2 = 0.30 
Exact p = 1 
2 = 1.60 
Exact p 
=.54 
2 =  .00 
Exact p = 1 
Chance to act in 
group activities 
2 =  2.88 
Exact p = .26 
2 = 0.00 
p = 1.00 
2 =  0.00              
Exact p = 1 
2 = 0.24 
Exact p 
=.54 
2 =   0.24 
Exact p =.54 
Quiz 2 =   1.31 
Exact p =.51 
2 =0.00 
Exact p = 1 
2 = 0.73               
Exact p = 1 
2 = 0.44 
Exact p = 1 
2 = 0.44 
Exact p = 1 
Being open 2 = 0.15 
Exact p = 1 
2 0.00 
Exact p = 1 
2 = 0.73 
Exact p =.45 
2 = 0.44 
Exact p = 1 
2 =  1.75 
Exact p =.31 
(N = 24) 
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Table 6.3.2.3: The relationship between the number of teachers who used each method to facilitate self-esteem and the number of teachers who 
observed each indicators of that skill  
Note: U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicator        
Activity Putting up hands Volunteering to perform 
tasks on chalkboard 
Confidence in task 
performance 
Accepting 
responsibility 
Contributing 
while in groups 
Expression Responding to 
tasks without fear 
Freely associating with others 
Question and answer U=21(87.5%) 
UW=15(71.4%) 
NW=2(66.7%) 
U=21(87.5%) 
UW=16(76.2%) 
NW=2(66.7%) 
U=21(87.5%) 
UW=13(61.9%) 
NW=3(100%) 
U=21(87.5%) 
UW=15(71.4%) 
NW=2(66.7%) 
U=21(87.5%) 
UW=17(81%) 
NW=1(33.3%) 
21(87.5%) 
UW=2(9.5%) 
NW=0(0%) 
U=21(87.5%) 
UW=2(9.5%) 
NW=0(0%) 
U=21(87.5%) UW=1(1(4.8%)  
NW=0(0%)    
Positive feedback U=17(70.8%) 
UW=12(70.6%) 
NW=5(71.4%) 
U=17(70.8%) 
UW=13(76.5%) 
NW=5(71.4%) 
U=17(70.8%) 
UW=10(58.8%) 
NW=6(85.7%)  
U=17(70.8%) 
UW=12(70.6%) 
NW=5(71.4%) 
U=17(70.8%) 
UW=13(76.5%) 
NW=5(71.4%) 
U=17(70.8%) 
UW=2(11.8%)  
NW=0(0%) 
U=17(70.8%)  
UW=2(11.8%)  
NW=0(0%) 
U=17(70.8%) 
UW=1(5.9%)  
 NW=0(0%) 
Individual tasks U=14(58.3%) 
UW=9(64.3%) 
NW=8(80%) 
U=14(58.3%) 
UW=11(78.6%) 
NW=7(70%) 
UW=14(58.3%) 
UW= 8(57.1%) 
NW=8(80%) 
U=14(58.3%)  
UW=11(78.6%)   
NW=6(60%) 
U=14(58.3%) 
UW=10(71.4%)  
NW=8(80%) 
U=14(58.3%) 
UW=2(14.3) 
NW=0(0%) 
U=14(58.3%) 
UW=1(7.1%)  
NW=1(10%) 
U=14(58.3%)  
UW= 0(0%)  
NW=1(10%) 
Open class discussion U=3(12.5%) 
UW=2(66.7%)  
NW=15(71.4%)  
U=3(12.5%) 
UW=2(66.7%)  
NW=16(76.2%) 
U=3(12.5%) 
UW=1(33.3%)  
NW=15(71.4%) 
U=3(12.5%) 
UW=2(66.7%)  
NW=15(71.4%) 
U=3(12.5%) 
UW=3(100%) 
NW=15(71.4%) 
U=3(12.5%) 
UW=1(33.3%)  
NW=1(4.8%) 
U=3(12.5%) 
UW=0(0%)  
NW=2(9.5%) 
U=3(12.5%)  
UW=0(0%)  
NW=1(4.8%) 
Physical Education U=1(4.2%) 
UW=1(100%)  
NW=16(69.6%) 
U=1(4.2%) UW=1(100%)  
NW=15(65.2%)  
U=1(4.2%) 
UW=0(0%) 
NW=17(73.9%) 
U=1(4.2%) 
UW=1(100%) 
NW=17(73.9%) 
U=1(4.2%) 
UW=0(0%)  
NW=2(8.7%) 
U=1(4.2%) 
UW=0(0%)  
NW=2(8.7%) 
U=1(4.2%) 
UW=0(0%) 
NW=2(8.7%) 
U=1(4.2%)     
UW=0(0%)   
NW=1(4.3%) 
Sharing counters U=2(8.3%) 
UW=2(100%)  
NW=15(68.2%) 
U=2(8.3%) UW=2(100%) 
NW=16(72.7%) 
U=2(8.3%) 
UW=2(100%)  
NW=14(63.6%) 
U=2(8.3%) 
UW=0(0%)  
NW=17(77.3%) 
U=2(8.3%) 
UW=1(50%)  
NW=17(77.3%) 
U=2(8.3%) 
UW=0(0%) 
NW=2(9.1%) 
U=2(8.3%) 
UW=0(0%)  
NW=2(9.1%) 
U=2(8.3%)          UW=0(0%)  
 NW=1(4.5%) 
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Table 6.3.2.4: Chi-square results of the relationship between the number of teachers who used each method to facilitate self-esteem and the number 
of teachers who observed each indicators of that skill  
 Indicator        
Activity Putting up hands Volunteering to 
perform tasks on 
chalkboard 
Confidence in 
task 
performance 
Accepting 
responsibility 
Contributing 
while in groups 
Expression Responding to tasks 
without fear 
Freely associating with 
others 
Question 
and answer 
2 = 0.029 
Exact  P = 1 
2 =0.13 
Exact  P =1 
2 =1.71 
Exact P =.53 
2 = 0.03 
Exact p =1 
2 =3.18 
Exact P=.14 
2 =0.31 
Exact P =1 
2 =0.31 
Exact P=1 
2 =0.15 
Exact P= 1 
Positive 
feedback 
2 =0.002 
Exact P=1 
2=0.07 
Exact P=1 
2 =1.61 
Exact P= .35 
2 =0.002 
Exact P= 1 
2 =0.07 
Exact P= 1 
2 = 0.90 
Exact P= 1 
2 = 0.9 
Exact P= 1 
2  = .90 
Exact p = 1 
Individual 
tasks 
2 =0.70 
Exact P = .65 
2 =0.23 
Exact P = .67 
2 =1.37 
Exact P = .39 
2 =0.97 
Exact P = .39 
2 = 0.23 
Exact P= 1 
2 =1.56 
Exact P= .49 
2 =0.06 
Exact P= 1 
2 = 1.46           
Exact p= .41 
Open class 
discussion 
2 =0.03 
Exact P = 1 
2 = 0.13 
Exact P= 1 
2 =1.71 
Exact P= .25 
2 = 0.03 
Exact P= 1 
2 = 1.14 
Exact P= .55 
2=2.81 
Exact P= .24 
2 = 0.31 
Exact P = 1 
2 = 0.15           
Exact p=  1 
Physical 
Education 
2 = 0.43 
Exact P= 1 
2 = 0.35 
Exact P= 1 
2 = 0.52 
Exact P= 1 
2 = 2.53 
Exact P=.29 
2 =0.35 
Exact P= 1 
2 =0.10 
Exact P= 1 
2 = 0.10 
Exact P= 1 
2 =0.05 
Exact P= 1 
Giving them 
materials to 
share like 
counters 
2 =0.90 
Exact P= 1 
2 =0.73 
Exact P= 1 
2 =1.09 
Exact P= .54 
2 =5.30 
Exact P=.08 
2 =0.73 
Exact P= .45 
2 =0.20 
Exact P= 1 
2= 0.20 
Exact p = 1 
2 =0.10 
Exact P= 1 
(N = 24) 
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Table 6.3.3.3: The relationship between the number of teachers who used each method to facilitate self-awareness and the number of teachers who 
observed each indicator of that skill  
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
  Indicators 
Activity Hands  Volunteer  Acknowledge  Accept  Contribute  Self 
management  
Talking about 
one’s self  
Ability to give 
his/her views  
A chance to 
answer 
questions  
U=15(62.5%) 
UW=9(60%) 
NW=8(88.9%) 
 
U=15(62.5%) 
UW=11(73.3%) 
NW=4(44.4%)  
 
U=15(62.5%) 
UW= 12(80%) 
NW=6(66.7%) 
 
U=15(62.5%) 
UW=12(80%)   
NW=5(55.6%) 
 
U=15(62.5%) 
UW=8(53.4%) 
NW=9(100%) 
 
U=15(62.5%) 
UW=2(13.3%) 
NW=1(11.1%) 
 
U=15(62.5%) 
UW=1(6.7%)  
NW=1(11.1%) 
 
U=14(100%)  
UW= 1(7.7%)  
NW=2(22.2%) 
 
Positive 
feedback 
U=18(75%) 
UW=15(83.3%)   
NW=2(33.3%) 
 
U=18(75%) 
UW=9(50%) 
NW=6(100%) 
U=18(75%) 
UW=14(77.8%)   
NW=4(66.7%) 
 
U=18(75%) 
UW=14(77.8%)   
NW=3(50%)   
 
U=18(75%) 
UW=11(61.1%) 
NW=6(100%) 
 
U=18(75%) 
UW=2(11.1%)  
NW=1(16.7%) 
 
U=18(75%) 
UW=1(5.6%)   
NW=1(16.7%) 
 
U=17(100%) 
UW=2(11.1%)   
NW=1(20%) 
 
Individual 
tasks 
U=12(50%) 
UW=9(75%)   
NW=8(66.7%) 
 
U=12(50%) 
UW=8(66.7%)  
NW=7(53.8%) 
 
U=12(50%) 
UW=8(66.7%)   
NW=10(83.3%) 
 
U=12(50%) 
UW=7(58.3%)  
NW=10(83.3%) 
 
U=12(50%)  
UW= 9(75%) 
NW=8(66.7%) 
U=12(50%) 
UW=1(8.3%)  
NW=2(16.7%) 
U=12(50%) 
UW=1(8.3%)  
NW=1(8.3%) 
U=10(100%) 
UW=3(27.3%)   
NW=0(0%) 
Guidance and 
Counselling 
U=3(12.5%) 
UW=3(100%)  
NW=14(66.7%) 
 
U=3(12.5%) 
UW=0(0%)   
NW=15(71.4%) 
 
U=3(12.5%)  
UW=3(100%)   
NW=15(71.4%) 
 
U=3(12.5%)  
UW=3(100%)  
NW=14(66.7%) 
 
U=3(12.5%)  
UW=2(66.7%)   
NW=15(71.4%) 
 
U=3(12.5%) 
UW=0(0%)   
NW=3(14.3%) 
 
U=3(12.5%)  
UW=0(0%)    
NW=2(9.5%) 
 
U=3(100%)  
UW=0(0%)  
NW=3(15%)  
 
Thanking and 
giving 
rewards 
U=2(12.5%) 
UW=2(66.7%)   
NW=15(71.4%) 
 
U=3(12.5%) 
UW=3(100%)  
NW=12(57.1%) 
 
U=2(12.5%)  
UW=2(66.7%)  
NW=16(76.2%) 
 
U=2(12.5%)  
UW=2(66.7%)    
NW=15(71.4%) 
 
U=3(12.5%)    
UW=1(33.3%)    
NW=16(76.2%) 
 
U=3(12.5%)  
UW=0(0%)    
NW=3(14.3%) 
 
U=3(12.5%)  
UW=0(0%)   
NW=2(9.5%) 
 
U=3(100.0%)  
UW=1(33.3%)  
NW=2(10%) 
 
Making a 
follow up 
U=4(16.7%) 
UW=2(50%) 
NW=15(75%)  
 
U=4(16.7%)  
UW=3(75%)   
NW=12(60%) 
 
U=4(16.7%) 
UW=3(75%)  
NW=15(75%) 
U=4(16.7%) 
UW=3(75%)   
NW=14(70%) 
 
U=4(16.7%)  
UW=3(75%)   
NW=15(75%) 
 
U=4(16.7%) 
UW=1(25%)   
NW=2(10%) 
 
U=4 (16.7%) 
UW=1(25%)  
NW=1(5%) 
 
U=4(100.0%) 
UW=0(00%)  
NW=3(15.8%) 
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Table 6.3.3.4.: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate self-awareness and the number of 
teachers who observed each indicators of that skill  
Indicators Hands  Volunteer  Acknowledge  Accept  Contribute  self 
management  
Talking 
about one’s 
self  
Ability to 
give his/her 
views  
A chance to 
answer 
questions  
2 =2.27 
Exact p = 
.20 
2 =2.00 
Exact p = 
.21  
2 =0.53 
Exact p = .64  
2 =1.63 
Exact p = 
.36 
2 =5.93 
Exact p = 
.02* 
2 =0.03 
Exact p = 1 
2 =0.15 
Exact p = 
1 
2 =2.62 
Exact p = 
.026* 
Positive 
feedback 
2=5.45 
Exact p 
=.04* 
2 =4.80 
Exact P 
=.05 
2=0.29 
Exact p =.62 
2 =1.68 
Exact p 
=.31 
2 =3.29 
Exact p 
=.13 
2 =0.13 
Exact p =1 
2=0.73 
Exact p 
=.45 
2 =0.3 
Exact p = 
1 
Individual 
tasks 
2 =0.20 
Exact p = 
1 
2 =0.18 
Exact p = 
1 
2 =0.89 
Exact p =.64 
2 =1.82 
Exact p 
=.37 
2=0.20 
Exact p = 
1 
2 =0.38 
Exact p = 1 
2 =0.00 
Exact p = 
1 
2 =5.28 
Exact p 
=.037* 
Guidance 
and 
Counselling 
2 =1.41 
Exact p 
=.53 
2 =5.71 
Exact p 
=.04* 
2 =1.14 
Exact p =.55 
2 =1.41 
Exact p 
=.53 
2=.03 
Exact p = 
1 
2=0.49 
Exact p = 1 
2 =0.31 
Exact p = 
1 
 
2=0.73 
Exact p = 
1 
Thanking 
and giving 
rewards 
2 =0.03 
Exact p = 
1 
2 =2.06 
Exact p 
=.27 
2 
=Exact p 
= 1 
2 =0.03 
Exact p =1 
2 =2.33 
Exact p 
=.19 
2 =0.49 
Exact p = 1 
2 =0.31 
Exact p = 
1 
2 =.61 
Exact p 
=.45 
Making a 
follow up 
 
2 =1.01 
p =.55 
2=0.32 
Exact p 
=1 
2 =0.00 
Exact p = 1 
2=0.04 
Exact p =1 
2 = 1.01 
Exact p = 
.55 
2 =0.69 
Exact p 
=.44 
2= 1.75 
Exact p 
=.31 
2= 1.02 
Exact p 
=.1 
(N = 24 for all except the last column ”views”  where N = 23, * = significant at .05 
level) 
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Table 6.3.4.3: The relationship between the number of teachers who used each method to facilitate friendship and the number of 
teachers who observed each indicators of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicators 
Activity  Share Affection  Together Relations Love Solving problems for others Leadership skills 
Groups U=21(87.5%) 
UW=21(100%) 
NW=3(100%) 
U=21(87.5%) 
UW=15(71.4%) 
NW=3(100%)   
U=21(87.5) 
UW=15(71.4) 
NW=1(33%)   
U=21(87.5%) 
UW=21 (100%) 
NW=3(100%) 
U=21(87.5%) 
UW=7(33.3%) 
NW=0(00%)  
U=21(87.5%)  
UW=2(9.5%)  
NW=2(66.7%)     
U=21(87.5%)  
UW=0(0%)  
NW=1(33.3%)  
Share U=20(83.3%) 
UW=20(100%) 
NW=4(100%) 
U=20(83.3%) 
UW=17(85%) 
NW=1(25%)    
U=20 (83.3%) 
UW=12(60%) 
NW=4(100%)   
U=20(83.3%) 
UW=20 (100%) 
NW=4(100%) 
U=20 (83.3%) 
UW=6(30%) 
NW=1(25%) 
U=20(83.3%)  
UW=4(20%) 
 NW=0(0%)      
U=20(83.3%)  
UW=1(5%)   
 NW=0(0%)  
Showing friendship U=20(83.3%)         
UW=20 (100%) 
NW=4(100%) 
 U=20(83.3%) 
UW=14(70%) 
NW=4(100%)    
20 (83.3%) 
UW=14(70%) 
NW=2(50%)    
U=20(83.3%)         
UW=20 (100%) 
NW=4(100%) 
U=20(83.3%) 
UW=5(25%) 
NW=2(50%) 
U=20(83.3%) 
 UW=3(15%)  
 NW=1(25%)      
U=20(83.3%)  
UW=1(5%) 
 NW=0(0%) 
Playing with others U=9(37.5%) 
UW=9(100%) 
NW=15(100%) 
U=9(37.5%) 
UW=9 (100%)  
NW=9(60%) 
U=9(37.5%) 
UW=4(44.4%) 
NW=12(80%)   
9(37.5%) 
UW=9(100%) 
NW=15(100%) 
U=9(37.5%) 
UW=4(44.4%) 
NW=3(42.9%)    
U=9(37.5%)  
UW=4(44.4%)  
NW=0(0%)           
U=9(37.5%)  
UW=1(4.2%)     
NW=0(0%) 
Use of polite language U=5(21.7%) 
UW=5 (100%) 
NW=18(100%) 
U=5(21.7%) 
UW=3(60%)   
NW=14(77.8%) 
U=5(21.7%) 
UW=4(80%)  
NW=11(61.1%) 
U=5(21.7%)            
UW=5 (100%) 
NW=18(100%) 
U=5(21.7%) 
UW=0(00%) 
NW=6(33.3%) 
U=5(21.7%) 
 UW=1(20%) 
 NW=3(16.7%)          
U=5(21.7%)  
UW=0(0%)  
NW=1(5.6%)       
Helping others in need U=8(38.1%) 
UW=8 (100%) 
NW=13(100%) 
U=8(38.1%) 
UW=7(87.5%) 
NW=8(61.5%) 
U=8(38.1%) 
UW=3(37.5%)   
NW=11(84.6) 
U=8(38.1%) 
UW=8 (100%) 
NW=13(100%) 
U=8(38.1%) 
UW=3(37.5%)  
NW=1(7.7%)  
U=8(38.1%)   
UW=3(37.5%)  
NW=0(0%)          
U=8(38.1%)  
UW=1(12.5%)    
 NW=0(0%) 
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Table 6.3.4.4: Chi-square test of the relationship between the number of teachers 
who used each method to facilitate friendship and the number of teachers who 
observed each indicators of that skill  
 Indicators 
Activity  Share Affection  Together Relations Love Solving 
problems for 
others 
Leadership skills 
Groups 100% teachers 
used the 
method and 
observed the 
indicator  
2 =1.14 
Exact p=.55 
2 =1.71 
Exact p=.25 
100% teachers 
used the method 
and observed the 
indicator 
2 =1.41 
Exact p=.53 
2=6.17 
Exact p=.06 
2 =7.30 
Exact p=.13 
Share 100% teachers 
used the 
method and 
observed the 
indicator 
2 =6.40 
p= .04* 
2 =2.40 
Exact p= .26 
100% teachers 
used the method 
and observed the 
indicator 
2 =0.04 
Exact p= 1 
2 =0.96 
Exact p=.33 
2 =0.21 
Exact p= 1 
Showing 
friendship 
100% teachers 
used the 
method and 
observed the 
indicator  
2 =1.60 
Exact p=.54 
2 =0.60 
Exact  p=.58 
100% teachers 
used the method 
and observed the 
indicator 
2 =1.01 
Exact p=.55 
2 =0.24 
Exact p=.54 
2 =0.21 
Exact p= 1 
Playing with 
others 
100% teachers 
used the 
method and 
observed the 
indicator 
2 =4.80 
Exact p= .05 
2 =3.20 
Exact p=.10 
100% teachers 
used the method 
and observed the 
indicator 
2 =1.63 
Exact p=.36 
2=8.00 
Exact p=.01* 
2 =1.74 
Exact p=.38 
Use of 
polite 
language 
100% teachers 
used the 
method and 
observed the 
indicator 
 
2 =0.64 
Exactp=.58 
2 =0.62 
Exact p=.62 
100% teachers 
used the method 
and observed the 
indicator 
2 = 2.26 
Exact p=.27 
2 =0.03 
Exact p= 1 
2 =0.29 
Exact p= 1 
Helping 
others in 
need 
100% teachers 
used the 
method and 
observed the 
indicator 
2 =1.64 
Exact p=.34 
2 =4.95 
Exact p=.06 
100% teachers 
used the method 
and observed the 
indicator 
2 =2.85 
Exact p=.25 
2 =5.69 
Exact p=.04* 
2 =1.71 
Exact p=.38 
(N = 24) 
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Table 6.3.5.3:  The relationship between the number of teachers who used each method to facilitate empathy and the number of teachers 
who observed each indicators of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicators 
Activity  Share Care Affection  Sympathy  Co-operation Making friends Responsibility 
Stories U=9(37.5%) 
UW=9(100%) 
NW=15(100%) 
U=9(37.5%)  
UW=9(100%) 
NW=14(93.3%)      
U=9(37.5%) 
UW=4(44.4%)  
NW=13(86.7%) 
U=9(37.5%) 
UW=6(66.7%) 
NW=12(80%) 
U=9(37.5%) 
UW=1(11.1%)   
NW=3(20%)   
U=9(39.1%) 
UW=2(22.2%) 
NW=5(35.7%)      
U=9(37.5%) 
UW=2(22.2%) 
NW=3(20%)                       
Role play U=16(66.7%) 
UW=16(100%) 
NW=8(100%) 
U=16(66.7%) 
UW=15(93.8%) 
NW=8(100%)    
U=16(66.7%) 
UW=11(68.8%) 
NW=6(75%)    
U=16(66.7%) 
UW=14(87.5%)   
NW=4(50%)  
U=16(66.7%) 
UW=3(18.8%)    
NW=1(12.5%)  
U=15(65.2%) 
UW=6(40%) 
NW=1(12.5)   
U=16(66.7%) 
UW=3(18.8%) 
NW=2(25%)                
Group U=12(50%) 
UW=12(100%) 
NW=12(100%) 
U=12(50%) 
UW=11(91.7%) 
NW=12(100%)       
U=12(50%)  
UW=9(75%) 
NW=8(66.7%) 
U=12(50%)  
UW=9(75%) 
NW=9(75%) 
U=12(50%)   
UW=3(25%) 
NW=1(8.3%) 
U=12(52.2%) 
UW=3(25%) 
NW=4(36.4%)   
U=12(50%)  
UW=2(16.7%) 
NW=3(25%)                  
Caring for others U=12(50%) 
UW=12(100%) 
NW=(12(100%) 
U=12(50%) 
UW=11(91.7%) 
NW=12(100%)           
U=12(50%) 
UW=8(66.7%)    
NW=9(75%)            
U=12(50%)    
UW=10(83.3%) 
NW=8(66.7%) 
U=12(50%) 
UW=2(16.7%) 
NW=2(16.7%)    
U=12(52.2%) 
UW=4(33.3%) 
NW=3(27.3%)   
U=12(50%) 
UW=2(16.7%) 
NW=3(25%) 
Playing in the field U=8 (33.3%) 
UW=8(100%) 
NW=16(100%) 
U=8(33.3%)     
UW=8(100%) 
NW=15(93.8%) 
U=8(33.3%) 
UW=6(75%) 
NW=11(68.8%)     
U=8(33.3%)  
UW=4(50%)  
NW=14(87.5%) 
U=8(33.3%) 
UW=1(12.5%) 
NW=3(18.8%)    
U=8(34.8%)     
UW=4(50%) 
NW=3(20%) 
U=8(33.3%)   
UW=4(50%) 
NW=1(6.2%)                  
Being selected to take others home U=9(37.5%) 
UW=9(100%) 
NW=15(100%) 
U=9(37.5%) 
UW=9(100%) 
NW=14(93.3%)         
U=9(37.5%) 
UW=6(66.7%) 
NW=11(73.3%)       
U=9(37.5%)    
UW=8(88.9%) 
NW=10(66.7%)  
U=9(37.5%) 
UW=3(33.3%) 
NW=1(6.7%)      
9(39.1%)   
UW=1(11.1%)  
NW=6(42.9%)   
U=9(39.1%)        
UW=2(22.2%)  
NW=3(20%)           
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Table 6.3.5.4:  Chi-square results of the relationship between the number of teachers who used each method to facilitate empathy and 
the number of teachers who observed each indicators of that skill  
 Indicators 
Activity  Share Care Affection  Sympathy  Co-operation Making friends Responsibility 
Stories 100% teachers used the method 2=0.63 
Exact p = 1 
2 =4.85       
Exact p = .06 
2=0.53 
Exact p = .64 
2  =0.32 
Exact P=1 
2  =0.47 
Exact p =.66 
2 = 0.02 
Exact P=1 
Role play 100% teachers used the method 2 =0 .52 
Exact p =1 
2 =0.10 
Exact p = 1 
2 =4.00 
Exact p =.13 
2=0.15 
Exact p =1 
2 = 1.86 
Exact p =.35 
2=0.13 
p =1 
Group 100% teachers used the method =2 =1.04 
Exact p =1 
2=0.20 
Exact p =1 
2 = 0.00 
Exact p = 1 
2 =1.20 
Exact p =.59 
2 = 0.35 
Exact p =.68 
2 =0.25      
Exact p =1 
Caring for others 100% teachers used the method 2 =1.04 
Exact p = 1 
2=0.20 
Exact p = 1 
2 =0.89 
Exact p =.64 
2=0.00 
Exact p = 1 
2=1.00 
Exact p =1 
2 = 0.25 
Exact p =1 
Playing in the field 100% teachers used the method 2=0.52 
Exact p =1 
2=0.10 
Exact p =1 
2=4.00 
Exact p =.13 
2=0.15 
Exact p =1 
2 = 2.22 
Exact p =.18 
2 = 6.19       
Exact p =.03* 
Being selected to take others home 100% teachers used the method 2 = 0.63 
Exact p =1 
2=0.12 
Exact p =1 
2= 1.48 
Exact p =.35 
2 = 2.88 
Exact p =.13 
 22=0.61 
Exact p =.18 
2=.02 
Exact p = 1 
(N = 24)
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Table 6.3.6.3: The relationship between the number of teachers who used each 
method to facilitate negotiation and the number of teachers who observed each 
indicators of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicator      
Activity Taking turns Playing together Fights Apologising Encouraging 
friendship 
Working together 
Group U=13(54.2%) UW= 
10(76.9%) 
NW=8(72.7%) 
U=13(54.2%) 
UW=9(69.2%)  
NW=7(63.6%) 
U=13(54.2%) 
UW=10(76.9%)  
NW=11(100%)  
U=13(54.2%) 
UW=3(23.1%) 
NW=1(9.1%) 
U=13(54.2%) 
UW=1(7.7%)  
NW=2(18.2%) 
U=13(54.2%) 
UW=2(15.4%)  
NW=2(18.2%) 
Turns U=17(70.8%) 
UW=11(64.7%) 
NW=7(100%) 
U=17(70.8%) 
UW=3(42.9%)  
NW=13(76.5%) 
U=17(70.8%) 
UW=16(94.1%)  
NW=5(71.4%)  
U=17(70.8%) 
UW=4(23.5%)  
NW=0(00%)  
U=17(70.8%)  
UW=3(17.6%)   
NW=0(0%) 
U=17(70.8%) 
UW=2(11.8%)  
NW=2(28.6%) 
Dispute U=20(83.3%) 
UW=16(80%)  
NW=2(50%)  
U=20(83.3%) 
UW=13(65%) 
NW=3(75%) 
U=20(83.3%) 
UW=18(90%) 
NW=3(75%) 
U=20(83.3%)  
UW=2(10%) 
NW=2(50%) 
U=20(83.3%) 
UW=3(15%)  
NW=0(0%) 
U=20(83.3%) 
UW=4(20%) NW=0(0%) 
Organise U=16(66.7%) 
UW=12(75%) 
NW=6(75%) 
U=16(66.7%) 
UW=8(50%) 
NW=8(100%) 
U=16(66.7%) 
UW=13(81.2%) 
NW=8(100%) 
U=16(66.7%) 
UW=2(12.5%) 
NW=2(25%) 
U=16(66.7%) 
UW=2(12.5%) 
NW=1(12.5%) 
U=16(66.7%) 
UW=3(18.8%) 
NW=1(12.5%) 
Requesting U=2(8.3%) 
UW=2(100) 
NW=16(72.7%) 
U=2(8.3%) 
UW=1(50%) 
NW=15(68.2%) 
U=2(8.3%) 
UW=1(50%) 
NW=20(90.9%) 
U=2(8.3%) 
UW=1(50%) 
NW=3(13.6%) 
U=2(8.3%) 
UW=0(0%) 
NW=3(13.6%) 
U=2(8.3%)  UW=1(50%) 
NW=3(13.6%) 
Role playing U=5(20.8%) 
UW=3(60%)  
NW=15(78.9%) 
U=5(20.8%) 
UW=4(80%) 
NW=12(63.2%) 
U=5(20.8%) 
UW=5(100%)  
NW=16(84.2%) 
U=5(20.8%) 
UW=1(20%)  
NW=3(15.8%)  
U=5(20.8%)  
UW=2(40%) 
NW=1(5.3%) 
U=5(20.8%) UW= 0(0%) 
NW=4(21.1%) 
Selection of 
leaders 
U=2(8.3%)   
UW=1(50%) 
NW=17(77.3%)  
U=2(8.3%) 
UW=15(68.2%)  
NW=15(68.2%) 
U=2(8.3%) 
UW=2(100%)  
NW=19(86.4%) 
U=2(8.3%) 
UW=1(50%)  
NW=3(13.6%) 
U=2(8.3%) 
UW=0(0%) 
NW=3(13.6%) 
U=2(8.3%) UW=1(50%) 
NW=3(13.6%) 
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Table 6.3.6.4: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate negotiation and the number of 
teachers who observed each indicators of that skill  
 Indicator      
Activity Taking turns Play Fights Apologising Encouraging 
friendship 
Working 
together 
Group 2 =0.06 
Exact P=1 
2 =0.08 
Exact P=. 1 
2 =2.90 
Exact P= .22 
2 =0.84 
Exact P= .60 
2 =0.60 
Exact P=.58 
2 =0.03 
Exact P=1 
Turns 2 = 3.29 
Exact P=.13 
2 = 2.52 
Exact P=.17 
2 =2.33 
Exact P=.19 
2 =1.98 
Exact P=.28 
2 =1.41 
Exact P=.53 
2 =1.01 
Exact P=.55 
Dispute 2 =1.60 
Exact P=.25 
2 =0.15 
Exact P=1 
2 =0.69 
Exact  P=.44 
2 =3.84 
Exact P=.12 
2 =0.69 
Exact  P=1 
2 =0.96 
Exact P=1 
Organise 2 =0.00 
Exact P=1 
2 =6.00 
Exact P=.02* 
2 =1.71 
Exact  P=.53 
2 =0.60 
Exact  P=.58 
2 = 0.00 
Exact P=1 
2 = 0.15 
Exact P=1 
Requesti
ng 
2 =0.73 
.Exact P=1 
2 = 027 
Exact  P=1 
2 = 2.81 
Exact  P=.24 
2 =1.75 
Exact  P=.31 
2 = 0.31 
Exact  P=1 
2 =1.75 
Exact P=.31 
Role 
playing 
2 = 0.76 
Exact P=.57 
2 = 0.51 
Exact P=.63 
2 = 0.90 
Exact  P=1 
2 =0.05 
Exact  P=1 
2 =4.37 
Exact  P=.09 
2 =1.26 
Exact P=.54 
Selection 
of 
leaders 
2 =0.73 
Exact  P=.45 
2 =0.27 
Exact  P=1 
2 =0.31 
Exact  P=1 
2 =1.75 
Exact  P=.31 
2 = 0.31 
Exact P=1 
2 =1.75 
Exact  P=.31 
 (N = 24) 
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Table 6.3.7.3: The relationship between the number of teachers who used each 
method to facilitate decision-making and the number of teachers who observed 
each indicator of the skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 
 Indicator    
Activity Solutions Actions Giving their own 
views 
Leading others 
Group U=14(58.3%) 
UW=8(57.1%) 
NW=6(60%) 
U=14(58.3%) 
UW=7(50%)  
NW=4(40%) 
U=14(58.3%) 
UW=4(28.6%) 
NW=1(10%)  
U=14(58.3%) 
UW=3(21.4%)  
NW=1(10%) 
Debating U=13(54.2%) 
UW=9(69.2%) 
NW=5(45.5%) 
U=13(54.2%) 
UW=6(46.2%) 
NW=5(45.5%) 
U=13(54.2%) 
UW=3(23.1%)  
NW=2(18.2%) 
U=13(54.2%) 
UW=2(15.4%) 
NW=2(18.2%) 
Games U=18(75%) 
UW=9(50%) 
NW=5(83.3%) 
U=18(75%) 
UW=7(38.9%)  
NW=4(66.7%) 
U=18(75%) 
UW=3(16.7%)  
NW=2(33.3%) 
U=18(75%) 
UW=2(11.1%) 
NW=2(33.3%) 
Trip U=12(50%) 
UW=7(58.3%) 
NW=7(58.3%) 
U=12(50%) 
UW=5(41.7%) 
NW=6(50%) 
U=12(50%) 
UW=3(25%)  
NW=2(16.7%) 
U=12(50%) 
UW=1(8.3%) 
NW=3(25%) 
Giving 
instructions 
U=2(8.3%) 
UW=0(0%)  
NW=14(63.6%) 
U=2(8.3%) 
UW=0(0%)  
NW=11(50%) 
U=2(8.3%) 
UW=1(50%) 
NW=4(18.2%) 
U=2(8.3%)  
UW=0(0%)  
NW=4(18.2%) 
Role plays U=3(12.5%) 
UW=3(100%)  
NW=11(52.4%) 
U=3(12.5%)  
UW=2(66.7%)  
NW=9(42.9%) 
U=3(12.5%) 
UW=4(19%) 
NW=4(19%) 
U=3(12.5%) 
UW=1(33.3%)  
NW=3(14.3%) 
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Table 6.3.7.4: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate decision-making and the number of 
teachers who observed each indicators of that skill  
 
(N = 24) 
 
 
  
 Indicator    
Activity Solutions Actions Giving their own 
views 
Leading others 
Group 2 = 0.02 
Exact P = 1 
2 = 0.24 
Exact P = .70 
2 =1.22 
Exact P = .36 
2 =0.55 
Exact P = .62 
Debating 2 = 1.39 
Exact P = .41 
2 = 0.001 
Exact P =1 
2 = 0.09 
Exact P = 1 
2 = 0.03 
Exact P = 1 
Games 2 =
Exact p=.34 
2 =1.40 
Exact P = .36 
2 =0.76 
Exact P = .57 
2 = 1.60 
Exact P = .25 
Trip 2 =  .00 
Exact P = 1 
2 =0.17 
Exact P = 1 
2 =0.25 
Exact P = 1 
2 = 1.20 
Exact P = .59 
Giving 
instructions 
2 =3.06 
Exact P = .16 
2 = 1.85 
Exact P = .48 
2 =1.125 
Exact P = .38 
2 =0.44 
Exact P = 1 
Role plays 2 = 2.45 
Exact P = .24 
2 =0.60 
Exact P = .58 
2 = 0.33 
Exact P = .52 
2 =0.69 
Exact P = .44 
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Table 6.3.8.3: The relationship between the number of teachers who used each 
method to facilitate critical thinking and the number of teachers who observed 
each indicators of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicators 
Activity Giving own views Giving reasoned 
answers 
Developing arguments Giving correct answers Appreciating and 
accepting defeat 
Quiz U=17(70.8%) 
UW=12(70.6%)  
NW=4(57.1%) 
 
U=17(70.8%) 
UW=11(64.7%) 
NW=2(28.6%) 
 
U=17(70.8%)   
UW=12(70.6%)  
NW=6(85.7%) 
 
U=17(70.8%)  
UW=1(5.9%)  
NW=1(14.3%)  
U=17(70.8%) 
UW=1(5.9%)   
NW=1(14.3%) 
Assign U=6(25%)  
UW=4(66.7%)  
NW=12(66.7%) 
U=6(25%)   
UW=3(50%)  
NW=10(55.6%) 
U=6(25%)   
UW=4(66.7%)  
NW=14(77.8%)  
 
U=6(25%)   
UW=1(16.7%)   
NW=1(5.6%) 
U=6(25%)  
 UW=1(16.7%)  
NW=1(5.6%) 
Questions U=6(25%)  
UW=9(56.2%)  
NW=6(85.7%) 
U=6(25%)  
UW=8(50%)  
NW=4(57.1%) 
U=6(25%)  
UW=12(75%)  
NW=5(71.4%) 
U=6(25%)  
UW=2(12.5%)  
NW=0(0%) 
U=6(25%) 
 UW=0(0%)   
NW=2(28.6%) 
Brain storm U=24(100%) 
UW=16(66.7%) 
U=24(100%) 
UW=13(54.2%)   
U=24(100%)   
UW=18(75%)   
U=24(100%) 
UW=2(8.3%)    
U=24(100%) 
UW=2(8.3%)   
Think pair share U=10(41.7%) 
UW=7(70%)  
NW=9(64.3%) 
 
U=10(41.7%) 
UW=5(50%)  
NW=8(57.1%) 
 
U=10(41.7%)  
UW=9(90%) 
NW=9(64.3%) 
 
U=10(41.7%)  
UW=0(0%)  
NW=2(14.3%) 
U=10(41.7%)  
UW=0(0%)  
NW=2(14.3%) 
Group U=14(58.3%) 
UW=10(71.4%) 
NW=6(60%) 
 
U=14(58.3%)  
UW=7(50%) 
NW=6(60%) 
 
U=14(58.3%) 
UW=11(78.6%) 
NW=7(70%) 
 
U=14(58.3%) 
UW=1(7.1%)  
NW=1(10%) 
 
U=14(58.3%)  
UW=1(7.1%) 
NW=1(10%) 
Debate U=18(75%) 
UW=12(66.7%) 
NW=4(66.7%) 
 
U=18(75%) 
UW=9(50%)  
NW=4(66.7%)  
 
U=18(75%)  
UW=13(72.2%)   
NW=5(83.3%) 
 
U=18(75%)  
UW=1(5.6%)  
NW=1(16.7%) 
 
U=18(75%) 
UW=2(11.1%)  
NW=0(0%) 
 
Selecting and 
Evaluating 
U=4(17.4%) 
UW=3(75%) 
NW=12(63.2%) 
 
U=4(17.4%) 
UW=3(75%) 
NW=10(52.6%)  
 
U=4(17.4%) 
UW=4(100%)  
NW=13(68.4%) 
U=4(17.4%) 
 UW=0(0%)  
NW=2(10.5%) 
U=4(17.4%) 
 UW=0(0%) 
NW=2(10.5%) 
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Table 6.3.8.4: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate critical thinking and the number of 
teachers who observed each indicators of that skill  
 
 Indicators 
Activity View Answers Argument Giving correct answers Appreciating and 
accepting defeat 
Quiz   2 =0.40 
Exact p=.65 
2 = 2.61 
Exact p=.18 
2 = 0.61 
Exact p= .63 
2 = 0.46 
Exact p= .51 
2 = 0.46 
Exact p= .51 
Assign 2 = 0.00 
Exact p=1 
2 = 0.06 
Exact p=1 
2 = 0.30 
Exact p=.62 
2 = 0.73 
Exact p=.45 
2 = 0.73 
Exact p=.45 
Questions 2 =1.86 
Exact p=.35 
2 =0.10 
Exact p=1 
2 = 0.03 
Exact p=1 
2 =0.96 
Exact p=1 
2 =5.01 
Exact p=.08 
Brain storm 100% teachers used 
the method and 
observed the 
indicator 
100% teachers used 
the method and 
observed the 
indicator 
100% teachers used 
the method and 
observed the 
indicator 
 
100% teachers used the 
method and observed the 
indicator 
100% teachers used the 
method and observed the 
indicator 
Think pair 
share 
2 = 0.09 
Exact p=1 
2 =0.12 
Exact p=1 
2 =2.06 
Exact p=.34 
2 =1.56 
Exact p=.49 
2 =1.56 
Exact p=.49 
Group 2 =0.34 
Exact p=.67 
2 = 0.24 
Exact p=.70 
2 =  0.23 
Exact p=.67 
2 =0.06 
Exact p=1 
2 = 0.06 
Exact p=1 
Debate 2 = 0.00 
Exact p=1 
2 =0.50 
Exact p=.65 
2 =0.30 
Exact p=1 
2 = 0.73 
Exact p=.45 
2 = 0.73 
Exact p=1 
Selecting and 
Evaluating 
2 = 0.20 
Exact p=1 
2 = 0.67 
Exact p=.60 
2 = 1.71 
Exact p=.54 
2 =0.46 
Exact p=1 
2 =0.46 
Exact p=1 
(N = 24) 
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Table 6.3.9.3: The relationship between the number of teachers who used each 
method to facilitate creative thinking and the number of teachers who observed 
each indicators of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 
 Indicator     
Activity Stories Problems Essays Consequences Writing and reading 
short stories 
Craft U=12(50%)  
UW=9(75%) 
NW=5(41.7%)       
U=12(50%) 
UW=6(50%)  
NW=8(66.7%)    
U=12(50%) 
UW=6(50%)  
NW=7(58.3%)     
U=12(50%) 
UW=6(50%)  
NW=7(58.3%)          
U=12(50%)  
UW=1(8.3%)  
NW=1(9.1%)             
Jigsaw U=12(50%) 
UW=7(58.3%) 
NW=7(58.3%)      
U=12(50%) 
UW=7(58.3%)  
NW=7(58.3%)        
U=12(50%) 
UW=5(41.7%)  
NW=8(66.7%)         
U=12(50%) 
UW=8(66.7%)  
NW=5(41.7%)          
U=11(52.2%) 
UW=1(8.3%) 
NW=1(9.1%)           
Story U=14(58.3%) 
UW=6(42.9%)  
NW=8(80%)        
U=14(58.3%) 
UW=8(57.1%)  
NW=6(60%)        
U=14(58.3%) 
UW=7(50%)  
NW=6(60%)        
U=14(58.3%) 
UW=9(64.3%)  
NW=4(40%)              
U=14(60.9%)   
UW=2(14.3%)   
NW=0(0%)         
Essay U=14(58.3) 
UW=10(71.4%) 
NW=4(40%)        
U=14(58.3) 
UW=9(64.3%)  
NW=5(50%)        
U=14(58.3) 
UW=8(57.1%)  
NW=5(50%)        
U=14(58.3) 
UW=6(42.9%) 
NW=6(42.9%)              
U=13(56.5%)  
UW=0(0%)   
NW=2(20%)         
 Conflict U=13(54.2%) 
UW=5(38.5%)  
NW=9(81.8%)      
U=13(54.2%) 
UW=10(76.9%) 
NW=7(36.4%)      
U=13(54.2%)  
UW=9(69.2%)  
NW=4(36.4%)       
U=13(54.2%) 
UW=8(61.5%)  
NW=5(45.5%)       
U=13(56.5%) 
UW=1(7.7%)  
NW=1(10%)        
Completing a 
jumbled story 
U=8(33.3%) 
UW=6(75%)  
NW=8(50%)       
U=8(33.3%) 
UW=4(50%)  
NW=10(62.5%)        
U=8(33.3%) 
UW=3(37.5%)  
NW=10(62.5%)       
U=8(33.3%) 
UW=5(62.5%) 
NW=8(50%)            
U=7(30.4%)  
UW=0(0%) 
NW=2(12.5%)             
 
 
 
  
402 
 
Table 6.3.9.3: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate creative thinking and the number of 
teachers who observed each indicator of that skill  
 Indicator     
Activity Stories Problems Essays consequences Writing and reading 
short stories 
Craft 2 =2.74 
Exact P= .21 
2 =0.69 
Exact P= .68 
2 =0.17 
Exact P= 1 
2 =0.17 
Exact P= 1 
2=.004            
Exact p=1 
Jigsaw 2 =0.00 – 
check these 0 
Exact P= 1.00 
2 =0.00 
Exact P= 1 
2=1.51 
Exact P= .41 
2 =1.51 
Exact P=.41 
2 =0.004 
Exact P=1 
Story 2 =3.31 
Exact P= .10 
2 =0.02 
Exact P= 1 
2 =0.24 
Exact P= .70 
2 =1.39 
Exact P= .41 
2 =1.41     
Exact P= .50 
Essay 2 =2.37 
Exact P= .21 
2 =0.49 
Exact P=.68 
2 =0.12 
Exact P= 1 
2 =1.73         
Exact P= .24 
2 =2.85 
Exact P= .18 
Conflict 2 =4.61 
Exact P= 
.047* 
2 =4.03 
Exact P= .095 
2 =2.59 
P= .11 
2 =0.62 
P= .43 
2 =0.04 
Exact P= 1 
Completing a 
jumbled story 
2 =1.37 
Exact P= .39 
2 =0.34 
Exact P= .67 
2 =1.34 
Exact P= .39 
2 =0.34 
Exact P= .68 
2 =0.96 
Exact P= 1 
(N = 24) 
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Table 6.3.10.3: The relationship between the number of teachers who used each 
method to facilitate problem-solving and the number of teachers who observed 
each indicator of that skill 
Note: In the table below, U = Used, UW = Used and Witnessed, and NW = Not Used and Witnessed 
 Indicator     
Activity Alternatives Avoid Helping others Negotiate Answering questions 
Case studies of 
problem situations 
U=12(52.2%)  
UW=8(66.7%)  
NW=4(36.4%) 
U=12(52.2%) 
UW=  5(41.7%) 
NW=5(45.5%) 
U=12(52.2%) 
UW=8(66.7%)  
NW=6(54.5%) 
U=12(52.2%) 
UW=4(33.3%)  
NW=4(36.4%) 
U=12(52.2%) 
UW=4(33.3%)  
NW=10(90.9%) 
Case studies of 
conflicts 
U=12(52.2%) 
UW=5(35.7%) 
NW=7(70% 
U=11(50%) 
UW=5(50%)  
NW=6(42.9%) 
U=12(52.2%) 
UW=8(57.1%)  
NW=7(70%) 
U=14(58.3%) 
UW=5(35.7%) 
NW=4(40%) 
U=12(52.2%) 
UW=8(57.1%) 
NW=6(42.9%) 
Resolving conflicts in 
the class 
U=12(52.2%) 
UW=9(64.3%)  
NW=3(33.3%) 
U=12(52.2%) 
UW=6(42.9%)  
NW=5(55.6%) 
U=12(52.2%) 
UW=9(64%)  
NW=6(66.7%) 
U=12(52.2%) 
UW=5(35.7%)  
NW=4(44.4%) 
U=14(60.9%)  
UW=9(64.3%)  
NW=5(55.6%) 
Discussing problem 
situations in 
children’s lives 
U=14(58.3%) 
UW=3(21.4%) 
NW=9(90%) 
U=14(58.3%) 
UW=8(57.1%)  
NW=3(30%) 
U=14(58.3%) 
UW=7(50%)  
NW=8(80%) 
U=14(58.3%) 
UW=4(28.6%)  
NW=5(50%) 
U=14(58.3%) 
UW=8(57.1%)  
NW=6(60%) 
Solving tasks and 
questions 
U=6(25%) 
UW=4(66.7%)  
NW=8(44.4%) 
U=6(25%) 
UW=4(66.7%)  
NW=7(38.9%) 
U=6(25%) 
UW=5(83.3%)  
NW=10(55.6%) 
U=6(25%) 
UW=2(33.3%)  
NW=7(38.9%) 
U=6(25%) 
UW=1(16.7%) 
NW=13(72.2%) 
Jigsaw filling U=5(23.8%) 
UW=3(60%)  
NW=8(50%) 
U=5(23.8%) 
UW=2(40%) 
NW=7(43.8%) 
U=5(23.8%) 
UW=4(80%)  
NW=10(62.5%) 
U=5(23.8%) 
UW=1(20%) 
NW=8(50%) 
U=5(23.8%) 
UW=3(60%)  
NW=9(56%)  
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Table 6.3.10.4: Chi-square results of the relationship between the number of 
teachers who used each method to facilitate problem-solving and the number of 
teachers who observed each indicators of that skill  
 Indicator     
Activity Alternatives Avoid Helping others Negotiate Answering questions 
Case studies of 
problem situations 
2 =  2.11 
P=.15 
2 =0.03 
Exact P=1 
2 =0.35 
Exact P=.68 
2 = 0.02 
Exact P=1 
2 =7.99 
Exact P=.01* 
Problem-solving case 
studies 
2 =2.74 
P= .1 
2 =.12 
Exact P= 1 
2 = .41 
Exact P=.68 
2 =.046 
Exact P= 1 
2 =.02 
Exact P= 1 
Problem-solving-
resolving conflicts 
2 =  2.10 
Exact P= .21 
2 = .35 
Exact P= .68 
2 = 0.01 
Exact P= 1 
2 =.18 
Exact P= 1 
2 = .18 
Exact P= 1 
Discuss problem 2 = 10.97 
P=.001* 
2 = 1.73 
Exact P= .24 
2 =2.24 
Exact P=.21 
2 = 1.14 
Exact P= .40 
2 =.02 
Exact P= 1 
Solving tasks and 
questions 
2 = 0.89 
Exact P= .64 
2 = 1.40 
Exact P= .36 
2 = 1.48 
Exact P= .35 
2 =.06 
Exact P= 1 
2 = 5.71 
Exact P= .05 
Jigsaw filling 2 = 0.15 
Exact P= 1 
2 =  .02 
Exact P= 1 
2 = 0.53 
Exact P= .62 
2 =1.40 
Exact P= .34 
2 =.33 
Exact P= 1 
(N = 24) 
 
